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AN ORGANIZATIONAL INNOVATION IN RESIDENTIAL UNDERGRADUATE
EDUCATION AND ITS EFFECTS ON STUDENT BEHAVIOR
Abstract of Dissertation
Living-learning programs and cluster colleges are being advocated
because they provide the benefits of both small size and large size.
This study is an evaluation of such a program and asks two questions.
Is the interpersonal environment of a living-learning program perceived
differently than that in other programs in a university? Are student's
attitudes different from others who are not in a living-learning ex-
perience?
The environmental variables used in this study are the Democratic
Governance, Undergraduate Learning, Freedom, Aesthetic-Intellectual
Extracurriculum and Concern for Innovation scales of the Institutional
Functioning Inventory. Attitude variables used are the Thinking Intro-
version, Theoretical Orientation, Estheticism and Complexity of Out-
look scales of the Omnibus Personality Inventory, the Community and
Peers scales of the Alienation Index and the concepts Interpersonal
Relationships, Community and Independence-Autonomy as measured by the
Semantic Differential.
Measures on these variables were taken on students in the living-
learning program and those in a comparison group during their fourth
semester in college. Data were treated using analysis of covariance
with the Social, Intellectual and Artistic scales of the Vocational
Preference Inventory and Grade Point Average being used as the covariates.
ix
Significant differences between groups were found for the following
variables. Living-learning students perceived an environment where
there was a greater concern for the teaching of undergraduates and a
greater degree of academic freedom and personal freedom; Living-learning
students expressed a greater liking for reflective thought and academic
activities and were more interested in activites which reflect an
experimental and flexible approach to phenomena. Students in the
comparison group perceived an environment where there was greater avail-
ability of activities and opportunities for intellectual and esthetic
stimulation outside the classroom. The analysis compared male and
female responses separately and four interactions achieved significance.
Students in this living-learning program did perceive their environ-
ment as different from those in non-living-learning programs. These
students were more interested in intellectual and scholarly activities
and possessed a complex and flexible view of phenomena.
Implications for future research and for educational practice
are discussed.
G. Barton Ogden
Research Assistant
Counseling Center
University of Massachusetts
Amherst, Massachusetts
May, 1970
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CHAPTER I
Introduction
I hope the day has long passed when the ad-
vantages of educational procedures, whether
innovative or hallowed by long use, are ac-
cepted merely on faith. Theodore M. Newcomb 1
As an alternative to the present system of undergraduate education
in institutions of higher education, many writers have suggested reor-
ganization into functional units of small size in order to counter
the assumed and sometimes demonstrated adverse effects on human de-
velopment associated with large size. This reorganization is suggested
by a model referred to as the cluster college. Large size institutions
foster specialization and research because they are able to provide
excellent and extensive facilities, thus attracting famous scholars
and superior cultural events. Small size encourages identity and
participation, sense of belonging, attention to instruction and sig-
nificant personal relationships; when the numbers are few, under-
graduates can receive integrative, perhaps cross-disciplinary learning
experiences. The idea of the cluster model is to combine the benefits
of large size with those of small size. Large number of students can
be accommodated on one campus by a series of semi -autonomous colleges
which coexist through a federated system. The cluster is attractive
principally because as a functioning unit of small size it fosters
certain relationships and procedures which are supportive of student
development (Newcomb, 1962; Jencks and Reisman, 1962).
1
Lawrence Dennis and Joseph Kaufman, The College and the Student
(Washington, D.C., American Council on Education, 1967), p.116.
2The concept "student development" refers to changes in a com-
plex of traits and abilities which are in a direction approaching
what is culturally defined as a mature or adult person. This study
views man as a whole being, composed of intellectual and affective
components. Although recognizing a distinct interplay between these
domains, the strongest emphasis of this study will be on the develop-
ment of those qualities - values, attitudes and behaviors - which are
directly related to college objectives and achievement. The central
concept of concern is intellectual activity. The primary components
of this concept are manifested by interests in ideas and reflective
thought, in the use of abstractions and problem-solving and in
esthetic appreciation. Supplementing the concept of intellectual
activity is an element of perceptual style labeled complexity of
outlook. This describes an open, creative approach to phenomena and
refers to a person's readiness or freedom to deal with ideas and new
cognitive experiences (Barron, 1953).
Development along these dimensions is seen by faculty as the
primary goal of college attendance. The "ideal" student has a high
degree of intellectual power which is directed toward objects of
intellectual interest in an independent manner (Brown, 1962, p.542).
How to transfer this set of faculty values and attitudes to students
is one of the aims of higher education, at least from the faculty
point of view. To facilitate, supplement and add potency to this
process is a primary aim of the cluster college model.
Development of the Cluster College Idea
Proponents of the cluster plan claim that particular elements
are involved in creating a climate which will facilitate student
development
. These are: 1) small size, 2) a "community" of share/
interests and experiences, 3) a significant measure of self-govern-
ment, and 4) an emphasis on teaching. Also involved are academic
freedom and the amount of emphasis on innovation and experimentation,
Large s ize
. Small size is advocated mainly because some un-
desirable effects appear to be associated with large size. Identity
formation is important for late adolescents in higher education, es-
pecially an identity related to academic pursuits. Features asso-
ciated with large size appear to interfere with the development of
identity. In an industrial context, problems of personal identity
associated with role conflict (facing incompatible sets of expec-
tations) and role ambiguity (uncertainty about expectations) were
found to increase more or less directly with the size of the insti-
tution (Kahn, et al., 1964). A phenomenon frequently encountered
in larger institutions is referred to by Newcomb (Dennis and Kauf-
man, 1966; Newcomb, 1962) as "academic anonymity" (the opposite of
identity) and occurs when students who come together in classes
are not the same students who know each other from their places of
residence or other informal groups. Through this scheme, in-class
values of the faculty and out-of-class norms of students can be
brought together with a greater probability that they will coincide.
4Classroom and Living Groups
Figure 1 Figure 2
Bureaucratic Model Cluster Model
Astin (1968) found large size to be negatively related to concern
with the individual student, involvement in class, familiarity with
the instructor, and cohesiveness; and positively related to com-
petitiveness.
Chickering (1965) suggests that increasing size leads to
"decreasing opportunities for participation and satisfaction for
each individual a phenomenon which he terms "redundancy".
Sma 11 size. Alternately, small size is claimed to have positive
effects. Peer groups, defined as people regularly interacting on a
face-to-face basis, evolve patterns of norms which have a powerful
influence on its members. Lau (1954) found that the opinions of the
smaller (and more intimate) group were more effective in changing
attitudes than those of the larger. Further evidence of the potent
impact of peer groups is found in the phenomenon often observed in
social-psychological studies. There occurs a shift in attitudes of
members toward the modal position of the group when the group's
attitudes are made known to them (Newcomb and Wilson, 1966).
Writers differ in their recommendations for the optimum size for
a cluster, but the range of differences is fairly narrow. In general,
5a college should be large enough for diversity yet small enough for
security. In addition, location, student social styles, diversity in
students admitted, and other factors enter the determination of
optimum size. For example, a solitary rural college could be too
small for diversity at 700 but a college within a university or in
a city could be ideal with 300 to 400 (Jencks and Reisman, 1962,
P* 766) . Sanford (1967) suggests a size such that a student feels
he knows or could know nearly everyone else and places an upper limit
of 600 on enrollment. As a general rule, Jencks and Reisman (1962)
agree with Sanford's criterion and put the number at 500, distributed
/
as 450 students and 50 teachers. Newcomb (1962) recommends 300 to
400 as the optimum size. Goodman (1962) cites as examples of optimum
size medieval universities, which usually numbered less than 500
students and older American liberal arts colleges, which enrolled
600 to 1000 but no more than 1200 students. Martin (1968) makes no
specific recommendations as to size but one may infer from his writing
a suggestion of about 250 students.
Propinquity . One factor found to be facilitative of peer group
formation is related to the residential nature of the cluster. This
is propinquity. Peer groups are likely to form where a given group
of students are in frequent association with one another (Newcomb,
1962). Students are together in their residences and in classes;
when there is overlap in this manner as proposed by the cluster model,
strong peer groups are very apt to be formed.
oummun icy" Involvement of Students
and Faculty
. For the transfer of academic values from the faculty to
Students, It appears Important for the student peer group to hold norms
which are supportive of intellectual alms. Through the cluster model,
it is proposed that involvement and participation by faculty and students
in a "community" will be the energizer for the transfer process. A
"community of scholars" would include student peer groups plus faculty
members and would be characterized as a cohesive unit permeated by a
sense of group loyalty and welfare in which members are seen as gen-
erally supportive and sympathetic.
There are striking parallels between the cluster college model
and the formula for a "community of scholars" suggested by Goodman
(1962). He proposes that face-to-face relationships, adult who are
attentive, and opportunity for self-government are the necessary ele-
ments. It is through community that education becomes personalized.
And as Newcomb (1962) has suggested, it is mutual familiarity between
students and faculty which is necessary for the transfer of faculty
values to student culture.
The participation of faculty members is obviously critical in
this process for it is the intellectual values which they hold which
are to be transferred. Faculty-student involvement in decision-making
is proposed in the cluster model, perhaps taking the form of a
"tripartite community" suggested by W. B. Martin (1968). This kind
of involvement by faculty and students would promote informal face-
to-face relationships. In such an atmosphere, education can be per-
sonalized to the extent that faculty and students (and students among
7themselves) can ask each other questions of personal relevance -
questions that are important for the development of persons.
Questions of this type might be: "How do we develop an ethic of
individual honesty and responsibility?, What is the basis of author-
ity?, and, What do we hold in common?" (Martin, 1968, p.89).
Clearly, teaching and other activities concerned with students
will be the dominant activities for faculty in the cluster and will
have to replace the research and scholarly contribution criteria
currently given most emphasis for rewarding faculty effort.
Faculty-student involvement is important for additional reasons.
According to the balance theory of interpersonal relationships
(Heider, 1958), both challenge and support are necessary for student
development. In the usual case, faculty provide intellectual challenge
while student peers through "community" offer emotional support.
However, within a particular cluster college, perhaps this relation-
ship would be reversed or developed into another form. A dynamic
and evolutionary quality of life within a cluster is clearly implied.
Freedom and innovation and receptiveness to change are necessary
elements when the goal of the cluster is to involve students in the
total aspects of their education by encouraging them to create and
test innovations in values and academic procedures. Students, faculty
and administrators must support and encourage freedom and an atmos-
phere receptive to innovation, for it is in the nature of these fac-
tors that makes them the necessary antecedents for imparting a dynamic
and evolutionary quality to education. Involvement is a key process
that will help "conquer the apathy and hostility which result from a
sense of powerlessness" (Martin, 1968, p.70). With Involvement
there should be no alienation or lack of attachment to and concern
with one's current life situation.
Present Cluster Colleges
Experimental programs which follow the cluster concept are
currently underway at several colleges and universities in the
United States: University of California at Santa Cruz, University of
the Pacific, University of Michigan, Florida State University, Wayne
State University, and Michigan State University (Stickler, 1965).
The typical cluster is located on a large campus, in many cases,
in a residence hall and is controlled by its own dean and faculty.
The curriculum is designed to take advantage of the residential nature
of the college, with much of the program designed to harness the edu-
cational benefits of informal, out-of-class experiences. Through
small functional units, the cluster college attempts to take advantage
of the influence that students have on each other and also, to make
the undergraduate experience more personal and relevant (Sandeen, 1968)
Student leaders, faculty members, and administrators have attempted
to implement these conditions in a program for freshmen at the Univer-
sity of Massachusetts called Project 10.
Project 10: One Version of the Cluster Model
The following account of the evolution of Project 10 is based on
reports in the Massachusetts Daily Collegian
,
a paper by Nicola Costa,
'72, written for a course in sociology, and an article in the Massachu -
9setts Alumnus of August, 1969.
Project 10 was conceived on the proposition that the goal of
education is to produce people who behave in an independent fashion,
who demonstrate their concern and involvement with the surrounding
world by their direct actions, and who are "hooked" on a lifelong
path of growth through learning. The architects of the Project sought
to create conditions that would encourage participating students to
become concerned with worthwhile goals, both academic and personal,
to become committed to these goals, and to translate these goals into
plans of action. The planners sought to devise en environment that
would encourage students and faculty
,
through innovation and experi-
mentation, to evolve new patterns of living, classroom scheduling
and student-faculty relationships that would involve freshmen stu-
dents in the intellectual college experience. The students wanted
the experience to be oriented toward "study in depth rather than the
survey approach, problem-solving rather than questions and answers
and the discovery of information rather than the conveyance of it".
These aims began to evolve in October, 1967 when a group of
twenty-five undergraduate students began talking about developing
a combined residential and educational program at the University of
Massachusetts. The initial inspiration came from an undergraduate
student and an academic administrator who had earlier attended a
conference on residential colleges. The undergraduates who devised
the plan wanted an alternative to the present system; they wanted to
form a "small, semi -autonomous community where students would be able
to think for themselves and develop according to their own needs".
The plan that won administration approval called for a two
year evolution. During the first year approximately 250 freshmen
students, both men and women, would share two adjacent residence
halls with a group of junior and senior honors students. In the
second year, the freshmen-turned-sophomored would be joined by
approximately 150 entering freshmen. Class scheduling was planned
for Project students to meet at least two and up to five (all) of
their courses within Project buildings. Selected upperclassmen,
called Undergraduate Teaching Residents (UTR)
,
were to provide gui-
dance, acting a role that would be part personal counselor and part
academic tutor. Seeking "highly motivated and independent individ-
uals", a brochure describing the project and its aim was sent to
2000 prospective freshmen. The description stated that the project
was planned for students interested in "living and studying together
in ways different from those ordinarily encountered in the first two
years at a large university... It will evolve according to the needs
discovered in its operation each year" (White and Gilmore, 1969, p.3).
Personal interviews with Project student leaders was the method of
final selection.
As the first year progressed, several of the planners' ideas
shifted from plans to reality. In general, the experience seemed to
encourage a good deal of maturity and independence among the freshmen.
Observers were happily surprised to find that by the end of the year,
the freshmen were asking the kinds of questions usually not considered
until the junior and senior years. From the beginning, the freshmen
showed unusual initiative, developed an attitude of responsibility and
11
exhibited a deep concern for their own education. A tangible "we”
feeling was shared by freshmen, upperclassmen and faculty. In the
words of one UTR, "Everyone involved
. . . feels a responsibility for
the existence of Project 10".
How to preserve the freedom of the individual within the con-
text of a community became the problem project members faced when
they implemented a form of participatory democracy. An open forum,
town meeting form of government was developed, and although it was
often found frustating and inefficient, it was maintained in operation.
Under the Project 10 Constitution, faculty and students share in the
governing and follow the principle that each person represents himself
and the only power is the power of persuasion (Costa, 1968).
Students very much like the informal atmosphere and the easy and
open relationship they have with faculty members. One freshman speaks
for many when he says, "By knowing almost everyone in the Project
fairly well, I've been exposed to much more than the average freshman
would on this huge campus which cannot help but be impersonal"
(White and Gilmore, 1969, p.5). Freshmen find it important to be able
to "understand the viewpoints and feelings of teachers, their personal
opinions as well as their thoughts concerning the subject matter"
(White and Gilmore, 1969, p.5). Frequently Project students find
class-originated discussions continue long after the formal class
session has ended; often faculty members join these discussions.
Project 10 is small in size, has a form of self-government, en-
courages students and faculty to share interests and experiences, is
concerned with undergraduate learning and innovation, and allows con-
12
siderable freedom for the individual. In short, Project 10 is com
posed of the elements of the community of scholars that proponents
^ la.ui' are necessary for effective undergraduate education.
It is the purpose of this study to subject these claims to
direct empirical test.
Justification for the Study
Great and rapid changes are occuring within society and all
indications are that the rate of changes will increase. If univer-
sities are to be effective in influencing these changes, that is, to
remain in a position of relevancy, they must be organized to respond
in a timely fashion. The cluster concept is an organizational scheme,
based on decentralization, that is proposed as an alternative because
it is able to respond more easily and quickly to changing realities.
Colleges and universities are social institutions which are pre-
faced on change. People matriculate into them on the assumption that
beneficial changes will accrue to them because of their attendance. In
turn, the institution extends this promise to students. It should,
therefore, be incumbent upon the institution to be aware of the nature
of the changes that are coincidental with attendance and/or the result
of attendance at a college or university.
However, a choice must be made between alternatives and the basis
for choice provided. Use of the cluster model is being advocated and,
in some cases implemented, because it is claimed to produce better
results in terms of student development. Stated differently, propo-
nents claim that the cluster college will give more potency to educa-
tion's impact on students. However, before an educational program or
13
procedure can be accepted as worthy, rational scientific epistemology
demands that the proposed innovation be, in fact, superior to what
presently exists.
This study is important for another reason. It represents an
addition to an expanding, although still relatively small, body of
knowledge concerning the various effects of the college experience
on student development -- what has come to be known as the social
psychology of higher education. This knowledge has relevance for
institutions planning innovation and experimentation or for institu-
tions facing decisions concerning current practices. As one writer
in the field has stated:
If the dimensions of development for
students in an institution can be
identified and patterns of change
described, then questions concerning
the nature and the timing and location
of their introduction can be answered
more soundly. (Chickering, 1967, p.304)
It is the portion of this statement concerning the nature, timing and
location of experiences that is the topic of interest in this study.
Clearly, then, knowledge concerning how students develop in college
and the effects the institution has on their development is both
needed and lacking.
Theoritical Rationale and Variables Under Investigation
Personality development . There is no explicit, well-formulated
theory of how students develop while undergoing the experience of
four years of undergraduate education. However, there are several theories
describing personality development during late adolescence and young
14
adulthood (Erickson, 1955- Keniston, 1965; Sanford, 1966). Also,
there is an expanding literature, largely of an empirical nature,
that views the college milieu as an interpersonal environment or a
kind of subculture (Eddy, 1959; Jacob, 1957; Pace, 1963; Newcomb,
1962; Astin and Holland, 1961). From the preceding lines of inves-
tigation and theory has evolved the idea that developmental growth
in college results from interaction of personality and environment
(Pervin, 1967).
Any discussion of development occasions considering which set of
factors, inherited or environmental, is the primary determinant of
personality. The rationale for the cluster college leans in the di-
rection of the environmentalists. This rationale maintains that
current external influences are the primary, although by no means the
solitary
,
causitive factors in development during college years. More
specifically, Newcomb (1966) identifies three sources of variation.
In order of importance these are selection, peers and faculty.
Sanford (1962; 1967) holds the functional point of view and focusses
on the faculty and peers. As briefly sketched in the following dis-
cussion, this is the theoritical rationale upon which the present
study is based.
Life is a continuing process consisting of a series of develop-
mental stages, readiness for the next stage being dependent upon
achieving competence in any particular stage. The goal of liberal
education is to begin and/or to continue movement toward the fullest
possible development of the individual personality. As the ultimate
goal, the highly developed personality is characterized mainly by
15
complexity and wholeness.
A person* a unique genetic potential is modified and manifested
by his responses to the possibilities presented by his current en-
vironment. This occurs when a person- strives to reduce tension
caused by challenge. The individual is thus confronted with a pro-
blem, the solution to which requires that he make a new response.
Equilibrium in his personality structure is restored if he success-
fully solves the problem. In addition to challenge, support is also
necessary. Challenge without support may evoke a before-used behavior
in the form of a defense mechanism, thus circumventing a unique response.
The ideal environment should be organized so that sources of
challenge and support exist in it and exist at optimum levels. For
specific aspects of development Sanford sees ready accessibility to
faculty and /or peers as the necessary condition. For example,
Sanford argues that there is a direct connection between self-knowl-
edge and the depth of relationship between student and teacher. For
the development of social responsibility the student requires direct and
real experiences in social action -- action that is helpful to others.
For motivation for academic achievement, the student requires access
to a few admired faculty members and a peer group supportive of the
student's goals. The cluster model attempts to provide all these
conditions
.
Questions of the Study and Design Rationale
This study poses two questions concerning clusters. First, is
it possible to develop a distinctive climate, composed of values, atti-
16
tudes and behaviors and available activities, within a sub-unit of
a university? Second, do outcomes differ for students who are part
of such a distinctive climate?
fhe intention of this study is to systematically evaluate the
Project 10 experience by comparing its outcomes, both in terms of
institutional climate and student behavior, with the outcomes from a
conventional system. This study employs experimental and comparison
groups and takes measures on the variables at one point in time.
Iroject 10 students are viewed as belonging to an experimental
group which receives the impact of the Project 10 experience. Elements
composing this experience are considered intervening environmental
variables
.
Two main categories of variables are used in this study, en-
vironmental variables and outcome variables. Environmental variables
focus on specific aspects of the institution in an attempt to reflect
its climate. Outcome variables focus on the behavior of individual
students
.
Outcome variables are subclassified into three categories. These
are A) Intellectual-Academic Orientation, the extent to which a person
is interested in intellectual-academic activities, B) Psycho-social
Involvement, the degree to which a person is integrated into his cur-
rent life situation, and C) Personal Growth, the degree of value a
person places on interpersonal relationships and independence -autonomy
.
One outcome criteria, Grade Point Average (GPA)
,
is omitted
from consideration. The reasons for this are: first, grades pro-
port to measure objective content, the amount of knowledge possessed
17
and learned by the student. Because content tends to fade with the
passage of time, it was decided to concentrate on variables such as
interests in and attitudes toward intellectual and esthetic matters,
thus eliminating from consideration the transient nature of grades.
Second, there is considerable evidence to indicate that "college
grades have no more than a very modest correlation with adult success,
no matter how defined" (Hoyt, 1966, p.72). Further, there is some
evidence that academic achievement and other types of student growth
(attitude and value change) are relatively independent of each other
(Holland and Richards, 1965). Grades have also been criticized for
reflecting only superficial knowledge, "testwiseness" and/or sensi-
tivity to instructor bias. Grading standards have been found to
differ widely among colleges, among departments within colleges and
between instructors within departments (Hoyt, 1968, p.130). Finally,
some evidence suggests that various forms of self -directed study,
although not yielding significant differences in academic achieve-
ment, result in some improvement in attitudes toward independent and
intellectual work as well as curiosity and critical thinking (Gruber,
1968, p.51). Since it is in the nature of Project 10 and cluster
colleges in general to encourage self -initiated learning, it appears
appropriate to concentrate on attitudes of this kind. For these
reasons, scales which reflect intellectual and esthetic interests and
complexity of outlook are used as substitutes for the traditional
measure of academic success -- the Grade Point Average.
Students in Project 10 are matched with others according to aca-
demic potential, residence area and interest profiles. This matched
sample of sophomore students who are subject to the impact of a more
18
conventional system of education constitutes the comparison group.
The same environmental and outcome variables are used for students
in the comparison group.
A factorial analysis of variance design which crosses sex with
group membership is employed. A covariance design is used with the
outcome variables. A more detailed consideration of the analysis
techniques will be presented in Chapter 3 which deals with method-
ology.
Limitations and Delimitations
Delimitations are limitations imposed on the experimental
situation by the investigator in order to insure clear and accurate
interpretation of results. The present study is delimited to lower
division students because evidence indicates that it is during the
beginning college years that changes in psychological dimensions,
at least for outcome variables considered here, are greatest
(Webster, Freedman and Heist, 1962). Those students within the
Project 10 experience are the subjects of study because what consti-
tutes "dropping out" behavior is difficult to define when subjects
are members of both a particular group and a larger social system.
Generalization is limited to freshmen students in the upper half of
the ability range who are in a particular environmental context, that
is, those who are attending an institution described as a medium sized,
multi-purpose and moderately selective state University.
Recognizing limitations that are implicit in the nature and de-
sign of the study is also important. From data derived principally
from the College and University Environmental Scales (CUES), Pace
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and Baird (1966) warn that it is infrequent that a subgroup differs
significantly from its larger environment. Because the instrument
used in this study measures dimensions similar to CUES, differences
between groups are not expected to be' large. On the other hand,
another investigator suggests that studying particular subgroups
may reveal change and impact not apparent when total populations
are examined (Chickering, 1969). Therefore, it appears difficult to
predict the direction and magnitude of differences in the environmen-
tal variables.
The most serious limitation derives from the method of selection
for group membership. It was the policy of Project 10 leaders that
incoming students would decide whether to be associated with the pro-
ject or not. Use of a self -selection procedure may cause the results
to be confounded. It cannot be determined if the results are due to
self-selection or due to the effect of the experimental treatment, i.e.,
group membership. Random assignment of students to the two groups
would have controlled for this situation but was impossible due to
the policy of the Project leaders. Some measure of control over this
problem has been sought by selecting students for the comparison group
who were matched with Project 10 students on interest profiles, aca-
demic potential and residence area. However, the possibility of con-
founding and bias remain and must be taken into account in any in-
terpretation of results.
CHAPTER II
REVIEW OF RELATED RESEARCH
Slightly more than a decade ago, ‘in an extensive review of studies
on the impact of college, Jacob (1957) concluded that in general, colleges
had little effect on students' values and attitudes.
In the intervening years, students and educators have spoken increas-
ingly of depersonalization, alienation, "mass" education and have used
other terms to describe the situation in many American universities. By
implication, the college experience is not a pleasant one, and students
are receiving less than they anticipate. Since Jacob’s statement,
research on college attendance has increased and some general trends are
beginning to emerge. Many studies contradict Jacob's conclusions by
indicating that students in college do change in attitudes, values and
behaviors. What are some of the changes that occur?
Impact of College
Attendance at an institution of higher education appears to be
associated with certain changes in intellectual functioning and interests.
These changes tend to be consistent in direction regardless of the sex
of the student and the type of institution he attends. In particular,
these changes are reflected by the results from the TI, TO, Es and Co
scales of the Omnibus Personality Inventory. In general, as compared
with freshmen at the same institution, seniors tend to be consistently
higher on the dimensions measured by the above scales. Seniors are
generally more logical, rational and critical in their approach to
problems (TO). They express a greater liking for reflective thought
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and academic activities and have interests in a broad range of ideas found
m a variety of areas (TI)
. Seniors express diverse interests in artistic
activities and exhibit a high level of sensitivity and response to
esthetic stimulation (Es)
. Seniors tend to be more tolerant of ambigui-
ties and reflect an experimental approach to phenomena (Co). With few
exceptions these changes are consistently in the same direction for
students of each sex, attending small, liberal arts colleges, catholic
colleges, large private universities and large public universities.
Generally the most dramatic shifts on these dimensions occur during the
freshmen and sophomore years (Flacks, 1963; Chickering, 1965; Stewart,
1964; McConnell, Clark, Heist, Trow and Yong, forthcoming; Trent, 1967;
Trent, 1964; Korn, 1967).
What is not clear however, is whether these changes are the result
of college attendance or whether they are merely the result of four
years of additional experience with living.
Studies that compare freshmen and seniors at the same institution
(Cross-sectional) or that examine changes in the same students from
freshmen to senior year (longitudinal) have been criticized for lack of
control. Plant (1965) recommends that impact studies employ a longitu-
dinal design which uses comparison groups which are composed of non-
attending high school graduates.
Following this design, in a study of 10,000 students of college
age, Trent and Medsker (1967) concluded that value and attitudinal
changes are related to exposure to college. In this study, students
who had attended college for four years (persisters) were compared with
those in a group equivalent in intellectual ability and socio-economic
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status who did not attenji college (non-attenders)
. During the four years
following high school graduation, persisters changed more than non-
attenders by becoming more inclined toward reflective, abstract thinking
(OPI TI scale) and esthetic interests (OPI Es scale), independence
(OPI AU scale), and flexibility (OPI Co scale). Also using a longitu-
dinal design with a control group, a study by Plant (1965) concludes that
attitudinal changes are unrelated to college attendance. Three groups
of students were tested: Those not attending, those attending for an
intermediate period and those attending through graduation. In general,
these students exhibited lower levels of dogmatism, ethnocentrism and
authoritarianism regardless of the length of time spent in college.
In a companion study with junior college students, Plant and Telford
(1966) employed the Study of Values scales, five scales of the California
Personality Inventory Sociability, Self-control, Achievement via
Independence, Intellectual Efficiency and Responsibility—and Dogmatism
as the outcome variables. They conclude that "Many of the changes
attributed by others to the collegiate experience may be no more than
developmental changes underway in young persons who aspire to college
whether or not they attend" (Plant and Telford, 1966).
Although using the same design, the conclusions of Plant (1965)
and Plant and Telford (1966) appear contrary to the findings of Trent
and Medsker (1967). However, that the studies employed variables of
differing psychological meaning may be sufficient to account for the
apparently contradictory results.
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In sum, from these studies It appears that attitudes become less
narrow and less rigidly held as persons mature, regardless of whether
or not they attend college. On the other hand, college attendance
appears to move persons toward Independent reflective thinking and
toward participation in intellectual activities.
Since there is some evidence at least that college attendance is
the cause of certain maturational changes in students, educators have
sought ways to increase the impact of college. For this purpose,
variations of the cluster college model have been initiated or planned
at many of the larger institutions.
Elements of the Cluster Model
Before turning to a description of the cluster model as it has
evolved in practice and an examination of the results where the model
is in use, it seems appropriate to discuss the individual elements
which compose the model. As previously identified, these elements
are 1) small size, 2) a "community" of shared experiences and interests,
3) a significant measure of self-government and 4) an emphasis on
teaching.
Size. Studies dealing directly with the effect of size on student
development have been dealt with previously (cf. pp.3-5) and may be
summarized as follows: Large size interferes with identity formation
(Kahn, et. al., 1964), especially an academic identity (Newcomb, 1962).
This is important since identity is a particularly critical aspect of
development for adolescents. It follows that academic identity is
particularly crucial for college students. Large size has also been
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found to be related to consequences which might be termed ’'deperson-
alizing" (Astin, 1968)
. On the other hand, small size facilitates peer
group formation and communication among members which in turn has a
potent effect on attitude formation (Lau, 1954; Newcomb and Wilson,
1966). Several writers in higher education define small size as being
between 150 and 1000 persons joined together in a functional unit
(Jencks and Reisman, 1962; Sanford, 1967; Newcomb, 1962; Goodman, 1962;
Martin, 1968).
Community
. A "community" of shared experiences and interests is
created through the use of two organizational concepts: Cluster class
scheduling and residential cluster scheduling. The relationship between
residential proximity and peer group formation provides the theoretical
basis for these concepts.
Residential propinquity or proximity has been cited as the primary
factor in peer group formation. Peer group members develop strong
affectual ties with each other, which in turn exert a strong influence
on group attitudes and values (Priest and Sawyer, 1965; Newcomb, 1962,
1966; Newcomb and Wilson, 1966). Although a strong believer in the
influence of peer groups, Newcomb (1962) injects a note of caution by
stating that "the empirical grounds for concluding that substantial
peer group effects in fact occur in contemporary American colleges are
not as solid as many of us would like to believe" (p.471). Further, he
believes that such influence is not related to intellectual concerns.
However, in the absence of direct evidence, Newcomb cites theoretical
reasons for expecting strong peer group influence. The logic is thus:
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peer groups in general have been found to influence an individual's
behavior and they exist in college; therefore, college peer groups
influence students.
In a pioneering study into the effects of peer propinquity and
interest patterns on learning, it was found that students of equivalent
ability learned more in colleges having a high proportion of high
ability peers (Learned and Wood, 1938). Morishima (1966) found the
residential proximity of students with the same academic major to be a
potent factor in inducing scholarly behavior. Ninety-six students with
the same academic major were randomly assigned to experimental and
control groups. Those in experimental groups occupied one floor of a
residence hall while those in the control groups were randomly scattered
throughout the residence halls. No differences in amounts and directions
of change were revealed on several personality and attitudinal measures.
Also, there were no significant differences in two year overall grade
point averages. However, students in the experimental groups showed
greater positive change over a two year period in scholarly orientation
as reflected by the TI, TO, Es and Co scales of the OPI. Anecdotal
data indicated that experimental group members discussed their curriculum
and course content more often than students in the control groups.
Summary
. Peer groups in college tend to form on the basis of
residential proximity and when the proximate students share intellectual
interests, the peer group has been found to influence the academic
attitudes of its members.
Cluster class scheduling seeks to form peer groups which are based
on mutual academic experiences and interests. The same group of students
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are scheduled to attend several classes together as an Intact unit. For
example, 25 students may be scheduled to meet their English, Biology
and Speech classes together. Mixed results appear in investigations
of this element.
At Florida State University, twenty-seven students were cluster
scheduled so that several groups of students met four classes together.
When compared with unclustered students, for experimental students,
out-of-class, academic-related discussions with peers were more frequent,
faculty-student relationships were more informal and natural, and
students appeared to be more involved with their education, i.e., more
ran for class offices than was normal for a group of its size (College
Management, 1967). Grades for both groups were about the same for the
first term. In addition, clustered students reported feeling more
secure and more independent than others and, although scattered through-
out the residence halls, developed a feeling of group solidarity as the
term progressed. Another investigation of this method found "disillu-
sionment with the university environments friendliness and congeniality
(CUES Community scale) and at least some indication of low academic
achievement" for cluster students, who were compared with students in a
control group (Dugmore, 1968). Further, a sociometric analysis of the
classes indicated that course sections without clustered students
contained more friendship pairs than sections with clustered students.
On the other hand, according to instructors interviewed, clustered
students within a larger class evidenced discreteness and coherence as
a unit.
Results inconsistent with those above have been reported in another
study. Ogden (1969) found residential cluster scheduling of students in
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Freshman English classes resulted in no significant differences between
clustered and non-clustered students on the variable alienation, defined
as perceived self
-to-others distance.
——
ajry * Cluster scheduling has
-demonstrated some effectiveness in
promoting a "we" feeling among clustered students, better relationships
between faculty and students, increased criticalness on the part of the
students, and no difference in alienation.
—
udent—Self-Government. There are no reported studies which
investigate the effect on students of various degrees of student self-
government. Until the recent development of the Democratic Governance
scale of the Institutional Functioning Inventory (Peterson, 1968), an
instrument proposing to measure the degree of self-government did not
exist. Within American colleges and universities in the twentieth
century, student self-government has had fairly well-defined bounds,
being limited primarily to the operation of extracurricular activities
and some involvement in student discipline. As students achieve more
control over their lives while at college and join the faculty in
influencing the curriculum, perhaps this area will become a subject
for investigation.
Emphasis on Teaching through Residential Cluster Scheduling
. The
intention of residential scheduling is to encourage closer and more
frequent student-faculty and student-student relationships. Operationally,
the concept of cluster class scheduling is joined with the concept
of residential proximity by arranging for the rooms in which the
clustered students meet their classes to be located in the residence
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house or complex in which they live. In addition, the instructors for
these classes have their offices located near the classrooms.
one study tests the concept of residential cluster scheduling and
an additional factor, an experimental
''teacher-counselor” role.
reported by DeCoster (1969), a project designed to create a more academ-
ically-oriented environment within the residence halls was initiated
at the University of Florida during the 1967-68 academic year. First
of a two part "treatment” was an experimental faculty role designated
” teacher-counselor”
. The previously separate roles of teacher and
advisor were combined with the teacher-counselor serving as instructor
and advisor to the same students for three consecutive terms. The
second treatment assigned residence hall roommates and neighbors to
the same class sections. This might be termed "residence cluster
scheduling and is common to many living-learning programs. One hundred
twenty-seven students were randomly assigned to one of four groups. One
group was assigned a teacher-counselor, another group was residence
clustered scheduled, a third combined the first two treatments, and
a fourth served as a control, receiving no specific treatment.
At the conclusion of the academic year, students and faculty
contributed subjective reaction reports and university records provided
objective information. Behavioral and attitudinal data was collected by
a specifically designed Student Questionnaire.
Results on academic variables indicated no significant differences
between experimental and control group students in cumulative grade
point averages, attrition rates or single course grades.
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The quality, but not the quantity of the relationships between
students and faculty appeared enhanced by the experimental treatments.
In addition to subjective comments to this effect, students were asked
to indicate the "names of specific faculty members to whom you feel
free to go to with a personal or academic problem". For students who
had a teacher-counselor, sixty-seven per cent saw their instructor as
a potential helper as opposed to forty-one per cent for comparison
group students. Sixty- two per cent of the students who were residence
cluster scheduled perceived their instructor as a potential helping
person compared with forty-four per cent of the students in the compari-
son group. Eighty- three per cent of the students who experienced both
treatments named their instructors compared to thirty-eight per cent who
experienced neither treatment. All these differences were statistically
significant (X2 greater than .05).
Male students instructed by teacher—counselors indicated greater
satisfaction in their relationships with peers and established a greater
number of peer friendships than students in comparison groups. For
female students, the factor of residential cluster scheduling yielded
the same results as for males, i.e., greater satisfaction with peers and
more peer friendships established. One scale of the Student Questionnaire
reflected satisfaction with the total college experience through items
concerned with the student's personal feelings of stress and frustration
and institutional regulations and satisfaction with course work. For
men, teacher-counselor instruction and residential cluster scheduling
together produced greater satisfaction with the college experience.
Women who had teacher-counselors were more satisfied.
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On four items of the Student Questionnaire, students In the experi-
mental groups (males and females combined) responded with significantly
different frequency. Experimental group students disagreed more fre-
quently with "This university is too large and Impersonal", "Going to
college Is a lonely experience", "I feel that I am just another 'number'
to the administration", and agreed more frequently with "Close personal
friendships with fellow students have been a major source of satisfaction
since arriving on campus".
The effect and meaning of the experimental project reported here is
perhaps best summed up in the author's words:
(This study) has emphasized the potential importance
of meaningful (interpersonal) relationships on cam-
pus, and further, it has implied that the quality of
student-faculty and student-student relationships
interact to enhance the educational process as
perceived by students (DeCoster, 1969, p.10).
Summary . When teaching is emphasized through use of residential
cluster scheduling, students report having more friends, are more satis-
fied with course work and the total college experience yet do not differ
from others in academic performance as reflected by grade point average.
The Cluster Model
Studies which examine the results of the cluster elements used
individually have been reviewed. Small size creates a more personal
atmosphere and facilitates the formation of peer groups. Shared
experiences and interests—a "community"—results in peer groups which
exert a strong influence on the attitudes of their members. Also, a
"we" feeling, better faculty-student relationships and increased
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criticalness of students are apparent. Unfortunately no studies exist
which examine the effect of student self-governance. Finally when
teaching is emphasized there is no difference in academic performance,
yet students report having more friends and are more satisfied with
academic and social aspects of college. Thus, any or all of these
results may be expected when the elements are combined in an operating
model.
Although the cluster model exists with several variations, two
main types may be distinguished. One is the living-learning (L-L) unit
in which faculty maintain strong ties with their academic departments.
The other contains all the elements of the L-L but has additional
features. This is a semi-autonomous academic unit, headed by a dean,
perhaps having several academic departments, and usually referred to as
a residential college or a cluster college.
The Living-Learning Model
Evaluations have been completed of several L-L programs currently
in operation. At Michigan State University, among the nation’s largest
institutions with approximately 35,000 students (in 1965) attending its
East Lansing campus, the concept of the cluster was first initiated in
1961 in the form of L-L residence halls. At Michigan State the model
consists of teaching some freshmen courses in residence hall classrooms;
faculty also maintain their offices in these halls. Class sections
that meet in a particular hall are reserved exclusively for its residents.
The halls are coeducational, sections for males and females being joined
by a common lounge and dining facility. There are approximately 1200
students in each L-L unit.
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The elements of small size, community of shared experiences and
interests, and emphasis on teaching are present in the Michigan State
version of the model. However, in each of the studies reported, no
consideration has been given to student governance.
Although the L-L students do not appear to differ from others in
terms of academic achievement, on other dimensions they do differ
consistently from other students. In general, students endorse the
L-L program as being superior to conventional curriculum, courses and
residence halls, and a majority would recommend the plan for incoming
freshmen (Neville, 1966). These students also report a strong sense
of community present in the L-L halls (Adams, 1967; Hannah, 1967).
Students appreciate the convenience of classes in the residence halls
and the readily available opportunity for contact between themselves
and faculty members. Faculty note a more informal academic atmosphere,
more discussion in classes and closer student-faculty relationships
(Neville, 1966).
Other studies report results from the students' point of view
(Olson, 1964a) and from the faculty perspective (Olson, 1964b). Results
of these two studies will be reported together to show the similarities
and differences of the student and faculty reports. During the academic
term reported, students met some of their classes in the L-L residences
and some in other sections of the university. Thus student respondents
were able to judge both circumstances from a personal perspective.
However, this was not true for the faculty, who taught exclusively in
the L-L units.
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Fifty-nine per cent of the students in the L-L units report more
frequent out-of-class contact with instructors and fifty-seven per cent
report more out-of-class discussion with other students; the faculty
concurred with this finding. Students (42%) reported they receive! more
individual help from their instructors; the majority of the faculty
(2/3) reported more informal relationships with students. The general
academic atmosphere was seen by 29% of the students as better than in
non-L-L classes, as the same by 38% and 18% saw the non-L-L classes as
better. faculty members thought students were well satisfied with the
academic atmosphere. Approximately half of the students thought student
participation in class to be the same whereas one-fifth thought there
was more as did 50% of the faculty. Students' competence and emphasis
on study was seen by both student and faculty respondents as about the
same for students in L-L and non-L-L groups.
Residential aspects of the L—L units were judged exclusively by
students. A majority of students liked the coeducational residence halls
(85%)
,
the suite arrangement (66%)
,
and the privacy they provided (55%
for females but only 32% for males)
. Frequently mentioned least-liked
features were the remote location from the main campus and the lack of
privacy. However, only 1/3 of the students mentioned any least-liked
feature.
The effect of L-L units on academic achievement and student
activities was the subject of a further study of the program at Michigan
State University.
The fear has been expressed that the informality and many non-
academic activities in the L-L residences would be distracting and would
have a depressing effect of academic achievement. Apparently the contrary
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is true as comparisons of average scores on final examinations of L-L
students with comparable campus groups showed somewhat higher levels for
the L-L students (Olson, 1965). In terms of attitudes, it was hypoth-
esized that under-achievers would hold less favorable views toward the
L-L program than would over-achievers. Over and under-achieving males
and females were compared on a series of attitude questions at the end
of the Winter term of 1962. In general, both under and over-achieving stu
dents held very favorable attitudes toward the L-L academic situation,
considering it superior to the main campus in many respects. On essenti-
ally all the attitude items (help from other students, availability of
reference materials in the halls, general academic atmosphere, recom-
mending the residence halls to new freshmen, out-of-class discussions
of class work, study conditions inside their rooms) these two groups
responded in approximately equal proportions.
Although the differences were not statistically significant, under-
achievers were more favorable than over-achievers in some areas. Out-of-
class contact with instructors, competence of instructors and quality of
instruction were seen more favorably by under-achievers, both males and
females. A statistically significant difference was found in only one
class. Over-achieving men were more favorably impressed with the amount
of studying done by students.
An experimental program for freshmen students at Ohio State Univer-
sity, termed the Arts Program, employed the elements of the L-L model.
In a study designed to assess the effects of this program, Arts students
and a comparison group of freshmen responded to the College and Univer-
sity Environment Scales (CUES) prior to attending college (expectations)
and again after five months at the University (perceptions) (Walsh and
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McKinnon, 1969).
Prior to matriculation, Arts students expected more emphasis on
scholarship and academic achievement (CUE Scholarship scale) and practical
benefits (CUE Practicality scale). After five months, students in both
groups showed lower levels on all CUE scales. However, it appears that
the Arts program had a differential and "negative" impact on experimental
group students. When compared with students in the other group, Arts
students’ scores showed significantly greater decline from expectations
to perceptions on four of the five CUE scales (the change in Practicality
was non-significant). Arts students perceived the campus to be less
friendly, cohesive, and group-oriented (CUE Community scale), to be less
concerned with self-understanding, personal identity, and personal
involvement in the world’s problems (CUE Awareness), to be less concerned
with politeness, protocol and consideration (CUE Propriety), and less
concerned with scholarship and academic achievement (CUE Scholarship).
These differences were statistically significant (p less than .01).
A prior study indicated that experimental and comparison group students
were similar in academic aptitude, thus ruling out these results being
due to initial differences in academic ability (Nagely, 1967). However,
the significant decline in Scholarship may be due to the fact that the
Arts students' expectations for scholarly and academic concerns were
significantly higher than for comparison students.
That freshmen expectations for an environment tend to be inflated
is consistent with findings of other studies. For example, freshmen
expectations at entrance were higher for all CUE scales, especially on
the Scholarship and Community scales (Berdie, 1966) and for Achievement,
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Understanding, and Objectivity scales (of the College Characteristics
Index - CCI) than perceptions after college experiences (Standing and
Parker, 1964). Again using the CCI, similar findings have been reported
by Pervin (1966).
Results showed that the L-L students expressed significantly greater
satisfaction with the faculty, perceived a more scholarly yet more
relaxed atmosphere, became less vocationally oriented and showed an
increase in collegiate and non-conforming attitudes, i.e., according to
types defined by Clark and Trow (1966). In addition, L-L students
appeared to be developing cultural and political interests more rapidly
than control students and were moving toward greater independence of
thought and action; significantly fewer L-L students saw identity as
being the "greatest problem' 1 since coming to the university; significantly
more L-L students perceived their teachers as being attentive to teaching,
yet were more challenging. Compared to control students who significantly
less frequently endorsed the academic orientation to college, L-L students
remained the same.
For students in both groups who had completed the first year, grades
were nearly identical. Although more non-L-L students had been invited
to faculty homes, more L-L students had consulted instructors outside of
class. Finally, the students felt the program bridged the gap from high
school to college and expressed an interest in continuing the program
(Pemberton, 1968).
Similar in design to the L-L units at Michigan State University is
the Pilot Program at the University of Michigan. In an assessment of
this program, twenty-one second term freshmen were interviewed concerning
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events In their lives during one typical college week (Blackburn, 1968).
In general, Pilot students viewed their residential staffs as "mature,
intelligent, admirable and intellectually inclined". As with the L-L
students, when GPA is used as a criterion to compare performance with
other students, there is little difference. Also, Pilot students generally
expressed satisfaction with their residence hall life. However, in view
of the expectations of such a program, the following results might be
called "negative".
Pilot students found the curriculum remote to their concerns and
recorded no meaningful contacts with the faculty during the week covered
by the interviews; no pilot student had been in a faculty office, had
had a cup of coffee with a professor, or walked across campus with a
teacher. Although for the most part students recognized faculty as good
teachers, there is no evidence that students want to interact with
faculty members, for academic reasons or to know them better as persons.
These freshmen considered themselves as having undergone considerable
change during their first year at the university, but the changes were in
terms of personality attributes, not intellectual changes. Their growth
and development was in depth of understanding, of self and others; they
were more tolerant and sympathetic toward others. The sources of
influence for these changes seemed to be their immediate peers and the
myriad of activities available at a large university.
Summary
. Studies reporting the results of Living-Learning programs
at four universities were reviewed. Each study employed a comparison
group and used academic performance, personality, and attitude variables
as outcome criteria. Results varied somewhat, but the findings revealed
many parallels. In the three studies which used a measure of academic
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performance, no differences were found. This finding occurred most
frequently. However, in academic attitudes, students reported “better
relationships with faculty (they were seen as helpful, attentive, and
challenging), perceived a more informal yet scholarly atmosphere (there
was more discussion in class and more out-of-class academic-related
discussion with peers), and were more satisfied with the college
experience (the curriculum and courses were seen as superior). Students
reported they changed a great deal on personality variables, i.e., they
became more independent, developed a greater understanding of self and
others, developed greater cultural and political sophistication, and did
not see identity as a problem. On the other hand, there was some
indication of a greater negative perception of the environment and some
saw the curriculum as remote.
The Residential College Model
The residential or cluster college resembles the L-L model in its
proximate residential features. It differs in the nature of faculty
involvement and it tends to be somewhat larger in size. The residential
college can be described as a semi-autonomous college, headed by a dean,
encompassing several academic disciplines but usually with a particular
emphasis and faculty are allied with the college on a full-time basis.
Several such colleges exist within American universities. Justin
Morrill College and others are organized at Michigan State University;
three cluster colleges are currently in operation at the University of
the Pacific; the new campuses of the University of California at Santa
Cruz and San Diego are built almost entirely on the cluster principle;
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the Residential College at the University of Michigan is in its third
year of operation; Rutgers and the State University of New York at
Binghamton both employ clusters; at the University of Massachusetts the
Orchard Hill Residential College has been operating for several ye-rs;
the Claremont colleges are frequently described as cluster colleges.
Others exist, some currently in operation and others in planning and
development. The majority of these programs are new, most having been
in existence for less than ten years. Descriptions of these programs
can be found in the literature (Stickler, 1965; Kells, 1967; Journal of
Higher Education, 1967), but there is a distinct dearth of empirical
studies which attempt to evaluate these programs through the use of
comparisons. Two such studies of residential colleges, one of the
Justin Morrill College and the other of the Residential College at the
University of Michigan will be reviewed here. A further study is
underway at the University of California at San Diego, but the results
have not yet been subjected to analysis (Saltman, 1969). (This study
is directed by T. Newcomb.)
Justin Morrill College of Michigan State University
. In comparing
freshmen students in the Justin Morrill College (JMC) students randomly
selected from the campus population, Kafer (1966) found significant
differences in perceptions of the academic situation. JMC students
enjoyed "a more frequent and personal contact with faculty members, were
better acquainted with their classmates, found their courses to be more
interesting, and had cut fewer classes" than non-JMC students. JMC students
were also more involved in student clubs, attended more university
sponsored lectures and concerts, and were less reliant on close associates
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for personal interaction. On less than 10% of the items dealing with
student experiences and perceptions were responses significantly dif-
ferent according to sex. Males and females differed on the perceived
quality of the JMC program and the degree of identification with the
new college. In terms of study practices, educational intentions, and
satisfaction with attending Michigan State, differences between JMC and
non-JMC students were non-significant. A large proportion of JMC students
perceived that a strong feeling of community had developed between
students and faculty" and that they "held high regard for the faculty
who they felt were interested in and accessible to students".
These results may be due to the element of self-selection.
Freshmen students who elected to participate in the JMC experience
were found to differ significantly from non-JMC students in terms of
academic aptitude to do college work, amount of education desired,
amount of father's and mother's education and religious preference.
However, no significant differences were found when rank in high school
graduating class, source of financial support, size of hometown, type
of high school and participation in high school activities were
compared.
The Residential College of the University of Michigan
. In 1967,
following several years of planning, including the experience gained
from the Pilot Program (eg. pp. 34-35), the College of Literature,
Science and the Arts (LSA) of the University of Michigan launched its
own version of the cluster model, the Residential College (RC). The
initial freshmen class numbered approximately 200 men and women students.
The RC incorporates all four elements of the cluster model. The plan
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of governance was left unstipulated In the Initial plans but with pro-
vision for significant involvement by students. The first class of
freshmen decided upon a Representative Assembly, consisting of two
faculty members, two resident fellows, two administrators including the
Bean, and eight students. The power of this body concerns matters of
policy, including curriculum.
For purposes of ongoing, systematic comparisons, three control
populations were formed. Control A consisted of all students accepted
to RC but not admitted for lack of space; Control B contained students
eligible by various criteria to join the RC but who had not applied;
the third comparison group consisted of all LSA students who were
selected for the Freshmen Honors program.
Data on background characteristics (CSQ I), personality variables
(OPI) and environmental perceptions (CUES) were collected, both before
entrance and after seven months at the University. For the pre-
"treatment" testing, the cluster of variables termed Intellectual
Openness most strongly discriminated between RC entrants and those in
comparison group B, RC students being higher. Among the variables
composing this trait are the Intellectual Disposition Categories (IDC)
of the OPI, i.e., the TI, TO, Es and Co scales. This result was found
to hold when verbal ability was statistically controlled.
After seven months exposure to the RC, experimental group students
gained more in Intellectual Openness than those in comparison groups.
This finding is consistent with predictions based on Feldman and
Newcomb's theory of accentuation (1969). This theory predicts that
students initially high on some dimension will show greater increases
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than others if their subsequent experiences are relevant to that dimen-
sion, In the case of the RC students, their greater gains in Intellec-
tual Openness are due to intellectually-related experiences, presumably
in the RC.
After seven months, RC students perceived their environment to be
higher than LSA on CUES Community, Campus Morale, and Quality of
Teaching and Faculty-Student Relationships scales (p less than .001 in
each case). The Community scale measures "a friendly, cohesive, group-
oriented campus
,
Campus Morale reflects, in addition to cohesiveness,
"a commitment to intellectual pursuits and of freedom of expression"
while the Quality of Teaching and Faculty-Student Relationships scale
describes "teaching infused with warmth, interest and helpfulness
towards students (Pace, 1969). Since Intellectual Openness was found
to be related to CUES responses, the above findings are presented under
conditions of statistical control.
To summarize the results of their study of the RC, the authors
construct a model to describe the developmental effect of the RC on its
students
.
Students who are initially more socially or
intellectually oriented interact more with the
faculty and student body and spend more time
in the residential college than students not
so predisposed. Those students who do spend
time at the RC, who interact more with each
other and with the faculty, experience more
change in their attitudes and beliefs than do
those students who have less interaction with
their environment (Newcomb, Brown, Kulik,
Reimer and Revelle, 1969, p. 23; quoted with
permission)
.
Summary . As could be anticipated, students who experience a
residential college manifest changes parallel with those who participate
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in the Living-Learning situation. Compared with others, residential
college students experience greater changes on intellectual traits, have
better relationships with the faculty and their fellow students, appear
more involved in their current life situation and perceive the cohesive-
ness descriptive of community.
Hypotheses
The findings from current literature dealing with the effects of
cluster colleges enable several hypotheses to be stated. These will be
designated as major and minor hypotheses and for the following reasons:
a) The review suggests that certain findings receive substantially
stronger support than others and b) for purposes of this study, certain
classes of variables are stated to be of greater importance than others.
The finding which occurs most frequently is that students in living-
learning programs and cluster colleges perceive the faculty as showing a
greater interest in and concern for their instruction. Also, these
students appear to know their peers better and appear to be more involved
in their environment. They perceive the interpersonal atmosphere as
being cohesive and supportive, i.e., a "community". Further, they
appear to show a greater and increasing interest in intellectual matters
and concerns. From these findings four major hypotheses may be stated:
1. Project 10 students will perceive a higher level of concern for under-
graduate learning.
2. Project 10 students will perceive a closer self-to-peers distance.
3. Project 10 students will show a stronger sense of community.
4. Project 10 students will show stronger interest in intellectual
matters
.
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Or the basis of weaker evidence, several minor hypotheses may be
stated which involve other variables of interest to the cluster model.
1* Pr°J ect 10 ^udents will tend to value interpersonal relationships
and independence-autonomy more strongly.
2. Project 10 students will perceive an environment where there is a
concern for innovation.
3. Project 10 students will perceive an environment where there is a
concern for academic freedom.
4. Project 10 students will perceive an environment where extra-
curricular activities reflect intellectual and esthetic interests.
5. Project 10 students will perceive an environment where the system
of government reflects the influence of all parties.
CHAPTER III
METHOD
Subjects. Prior to their first registration, all freshmen students
at the University of Massachusetts, members of the class of 1972, who
scored above 2.0 (2.0 = C or average grade) on a measure of academic
potential called the Predicted Grade Point Average (PGPA) were sent an
invitation to join and participate in an experimental program for Fresh-
men students entitled Project 10. Two hundred and fifty three students,
112 males and 141 females initially elected to participate.
A comparison group of students, 200 in number, have been chosen so
as to possess the following characteristics: 1) They were members of
the class of 1972, i.e., they were students who entered the Fall term
in 1968 and continued until at least the end of the fall term 1969.
2) They had above average academic potential, defined as PGPA above 2.0.
3) During their Freshmen and first semester sophomore year they lived in
a residence hall located in the Southwest Residential College.
The Southwest Residential College
. Unique in contrast to other parts
of the campus perhaps best describes the matrix of programs and physical
structure which compose the Southwest Residential College. This newest
area of residence halls, which provides living and dining facilities for
approximately 5000 students in high (22 story) and low rise buildings,
is situated on the periphery of the main campus. The architectural de-
sign, close proximity of the buildings and careful attention to land-
scaping and other aesthetic details combine to give the area an urban
quality which is in contrast to the remainder of a rural campus. Two
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student government-type organisations seek to provide a unity and iden-
tity to the area by sponsoring several social
-cultural events specifi-
cally for Southwest residents. Also, many classes are scheduled to meet
in the residence halls *
Project 10 is a distinct, semi-autonomous, residential entity lo-
cated within the Southwest Residential College area.
Experimental Design
The design is experimental in that it employs experimental and com-
parison groups, cross-sectional because measures on the variables have
been taken at one point in time, and ex post facto as the measures were
made on intact groups which have already received a specific "treatment"
or experience.
Project 10 students are considered to be members of the experimental
group. The environmental elements -- Democratic Governance, Freedom,
Concern for Innovation, Concern for Undergraduate Learning, and Aesthetic-
Intellectual Extracurriculum scales of the Institutional Functioning In-
ventory -- are considered independent intervening variables for both ex-
perimental and comparison groups. Outcome or criterion variables, which
focus on individual behavior, are the Thinking Introversion, Theoritical
Orientation, Complexity of Outlook and Estheticism scales of the Omnibus
Personality Inventory, the concepts Interpersonal Relationships, Inde-
pendence-Autonomy and Community as measured by the Semantic Differential
and the Alienation Index scales Community and Peers.
For the environmental variables, data have been analyzed using a
2X2 factorial analysis of covariance design which crosses sex with group
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membership. The outcome variables have been analyzed using a 2 X 2 fac-
torial analysis of covariance design with four covariates which also
crosses sex with group membership. The 2 X 2 ANOVA design is replicated
for each outcome variable. This procedure permits the assessment of
main effects (sex is considered as main effect A; group membership is main
effect B) and interaction effects. An alpha level of .05 has been spe-
cified as the criterion for the F tests.
There are four assumptions regarded as pre-conditions necessary for
the employment of a parametric analysis of variance design. These are
1) that the variables are independent observations, 2) that the variables
are normally distributed, 3) that the variance is the same or homogeneous
for all treatment populations and 4) that the null hypothesis is true.
If the first three assumptions are valid, then significant F ratios may
be attributed to the falsity of the last assumption. If one of the first
three assumptions is false, the stated true probability of obtaining a
result in the critical region is actually not alpha (Myers, 1966, p.61).
Alpha, the stated level of significance, is the probability of rejecting
the hypothesis when it is true -- a type I error. Thus the risk of com-
mitting a type I error is known if assumptions 1-3 are correct. The risk
becomes unknown when these assumptions are violated.
The effects of violating each of these assumptions (1-3) has been
investigated with the general conclusion that ANOVA is a "robust" statis-
tic, i.e., interpretation of results suffer very little distortion when
assumptions 2 and 3 above are violated (Norton, 1952; Box, 1953; Box, 1954).
Project 10 leaders followed the policy that all Freshmen who accepted
the invitation to join the Project would be permitted to participate.
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Thus students elected Project 10 on a self-selecting basis, a situation
which rules out random assignment of students to groups. This. proce-
dure violates the independence of observation assumption and has the
effect of introducing an additional source of unknown variance (experi-
mental error). In the absence of random selection of subjects and/or
random assignment of subjects to groups, some measure of control over
organismic and situational variables related to the outcome criteria is
desirable to strengthen the proposed design.
The design problem posed by the present study parallels the situa-
tion described by Wert, et. al
. , (1954, pp. 343-344). "If groups are
to be compared on the basis of their response to a criterion, and if
individual differences among members within groups are either known to
influence the criterion or are suspected of such influence, an attempt
must be made to control these individual differences. If inavoidable
influences on the criterion are not controlled, the presence or absence
of differences among groups being compared on the basis of the criterion
cannot be specifically attributed to the treatments being tested."
In the present study, evidence leads one to suspect that character-
istics of the groups may influence the criterion measures used. Studies
have shown both academic achievement (Warren and Heist, 1960; Capretta,
et.al., 1963; Heist and Williams, 1961; Barron, 1953) and interest pat-
terns (Heist and Yong, 1968, pp. 36-37,39,41) to be correlated with the
OPI scales that are used in this study.
In view of this situation and the findings presented above, indirect
or statistical control in the form of analysis of covariance has been
employed. According to Winer (1962, p.578), indirect control functions
to remove potential sources of bias in studies where the investigator
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must work with Intact groups or where It Is not possible to assign sub-
jects at random to experimental conditions. Statistical control Is
achieved by measuring one or more concomitant variables, called covarl-
ates, In addition to the dependent or criterion variables. Measurements
on the covariates are made for the purpose of adjusting measurements on
the variate.
Because of their relationship to the criterion variables as demon-
strated above, the covariates are the first year Grade Point Average
(GPA) and scores from the Intellectual, Social and Artistic scales of
the Vocational Preference Inventory. Edwards (1960, p.281) recommends
that the covariates be measured prior to application of treatments so
that the covariates cannot be influenced by the treatments. In the pre-
sent study, interest patterns were measured prior to college entrance,
therefore meeting Edwards criteria. However, because of its nature,
academic achievement, as measured by GPA, has been assessed concurrently
with the treatments.
Covariance is appropriate for an additional reason. According to
Wert, et.al., (1954, pp. 343-344), the analysis of covariance "provides
tests of significance for comparing groups whose members have been stra-
tified with regard to one or more variable characteristics other than
the criterion" (covariates). In the design of the present study, the
groups have been stratified with respect to academic class memberhsip,
academic potential, and residence area; also measurements have been made
on four covariates.
Instrumentation
The instruments used in this study were selected because a) through
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an extensive developmental history they have achieved a high level of
refinement, b) they are widely used by researchers In the fields of ed-
ucation and psychology, and/or c) they proport to measure characterls-
tics of direct interest in this study”.
Four categories of variables are employed in this study. 1) Classi-
fication or stratification variables are class membership, academic po-
tential and residence area; 2) Covariates are Grade Point Average and
the Intellectual, Social and Intellectual scales of the Vocational Pre-
ference Inventory (Holland 1958b); 3) Environmental variables are Demo-
cratic Governance (DG)
,
Freedom (F)
,
Concern for Innovation (Cl), Under-
graduate Learning (UL)
,
and Intellectual-Esthetic Extracurriculum (IAE)
scales of the Institutional Functional Inventory (IF) (Educational Test-
ing Service, 1968); 4) Outcome variables are of three types: a) Psycho-
social involvement is reflected by the Peers and Community scales of the
Alienation Index (AI) (Turner, 1968) and by the concept Community as
determined by the Semantic Differential (SD) (Osgood, et.al., 1957);
b) Intellectual traits are measured by the Thinking Introversion (TI)
,
Theoritical Orientation (TO), Complexity of Outlook (CO) and Estheticism
(Es) scales of the Omnibus Personality Inventory (OPI) (Heist and Yong,
1968) ; c) Personal characteristics are assessed using the concepts Inter-
personal Relationships, Independence-Autonomy and Community as determined
by the Semantic Differential.
Vocational Preference Inventory
According to its author John L. Holland, the VPI is an interest and
personality inventory composed entirely of occupational titles (Holland,
1958b). Holland has defined six personality types which parallel the
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maJ °r tyPeS identlfied i" Guilford's earlier comprehensive factor analy
sis of human interests (Guilford, 1954). The types, referred to as
Realistic, Intellectual, Social, Conventional, and Enterprising and
Artistic, are based on the hypothesis that preferences for occupations
are expressions of personality. The outcome of an intuitive-empirical
developmental history is an instrument composed of six relatively homo-
geneous and independent scales measuring interest-personality types.
This study will use the Intellectual, Social and Artistic scales. For
these scales, inter-correlation coefficients are reported to be low,
ranging from .03 to .31 (Holland, 1958a, p.8).
In the manual the author states that the VPI yields a broad range
of information about interests and is best used as a brief screening
inventory. The three scales will be used as covariates because the
VPI is the only available pre-entrance source of information concerning
interest patterns common to all freshmen students.
To take the VPI a respondent marks "yes" on an answer sheet for those
occupations he likes and "no" for those occupations he dislikes. Re-
sponses are scored by counting the number of preferences belonging to
each scale; thus each respondent receives a score for each scale repre-
senting his degree of preference for a particular type.
In a review of the VPI, French states that "most of the scales have
acceptable levels of reliability" (Buros, 1965, p.242). Split-half re-
liabilities based on 100 male college student freshmen range from .72
to .95 for the scales; for 100 females, they range from .68 to .90
(Holland, 1958a, p.9).
Concerning the validity of the instrument, meaningful differences
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m interest profiles have been reported for freshmen students in the
different colleges of a large university (Astin and Holland, 1961).
Other studies correlate VPI scales with independent criteria. In a
study by Holland (1963) some scales of the Strong Vocational Interest
Blank were found positively related to the VPI scales (phi coefficient
=
.43). Further, VPI high point codes were found related to Kuder
Preference Record high point codes (VPI Manual, Table M)
. Some VPI
scales are significantly correlated with supervisory ratings from a
sample of 124 supervisors and subordinates (Lope z
,
1962). However, the
coefficients which are significant in the Lopez study are of low magni-
tude (none exceed .26). Sagan, in a review of the VPI, comments that
the validity data are, for the most part, unimpressive" (Buros, 1965,
p.244) . He notes that persons scoring high on the Intellectual scales
are described as having literary and aesthetic interests, yet this scale
fails to correlate significantly with either the Artistic or Literary
scales of the Kuder.
Although the weakest aspect of the VPI, validity evidence appears
sufficient to justify use of the instrument for providing additional
information about the student populations of interest in this study.
Institutional Functioning Inventory
The IFI is designed to reflect characteristics of the college en-
vironment by using a perceptual approach much like that followed by the
College Characteristics Index (Stern and Pace, 1958) and College and
University Environmental Scales (Pace, 1963). From the IFI five scales
were chosen because they proport to measure the characteristics thought
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critical in determining the impact of the college experience on student
behavior
. Each scale contains 12 items; some are factual and yield "yes"
or "no" responses and some are of the opinion type which yield responses
at one of four points ranging from Strongly Agree (SA) to Strongly Disa-
gree (SD). Approximately one third of the items are keyed to be scored
in a negative direction in recognition of the tendency of respondents
to agree with most any proposition (acquiescence response set). Each
respondent's scale score is the number of items answered in the keyed
direction; these scores can then be averaged to give a mean for each scale.
A preliminary experimental version of the IFI was given to faculty
members at 67 colleges and universities in the Spring of 1968. Using mul-
tiple criteria, an extensive item analysis was completed reducing the
instrument to eleven 12-item scales.
Reliability coefficients, based on responses by faculty members at
67 institutions, show a mean of .90 and range from .81 to .97 for the
five scales of interest in this study (Peterson, 1968).
As the IFI is currently in its initial stage of development, no direct
evidence for its validity is available. Face validity is evident from
the description of the scales and inspection of individual items. An
extensive study, which is currently in progress, seeks correlates of IFI
scales with student characteristics, CUES scores, attitudes of college
trustees, incidence of student protest, and various institutional data
of record (faculty-student ratio, support from subcontract research, etc.)
(Peterson
,
1968)
.
Alienation Index
The Alienation Index (AI) was developed by Srole (1956) to measure
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an Individual's lack of integration into the social order. This defini-
tion of alienation, which operationally is described as perceived self-
to-others distance, is derived from Durkheim's original concept of ano-
mie or normlessness. Development of the AI was continued with the ad-
dition of a set of foci for the concept of alienation. A person is
alienated from something -- from community, from peers, from work, from
family and so forth. Scales were developed, each focusing on a particu-
lar source of potential alienation or unrelatedness (Turner, 1968). Ali-
enation from Peers and Alienation from Community are the concepts of in-
terest in this study.
Each scale of the AI consists of five statements to which a respon-
dent marks his position on a four point Likert-type scale. The points
range from Strongly Agree to Strongly Disagree. Test-retest reliability
coefficients range from .51 to .71 for the Peers scale and from .41 to
.53 for items on the Community scale (Turner, 1968). For this study, the
scales are interpreted as a degree of lack of alienation, that is, a de-
gree of psycho-social involvement.
The validity of the AI has not been investigated directly through
comparisons with tests or scales of known validity which measure simi-
lar dimension or by comparing AI scores from identified populations or
through comparisons with independent criteria. However, face validity
is evident from inspection of the individual items and scale descriptions,
both of which are closely keyed to theoretical formulations concerning
anomie (Maclver, 1950, pp. 84-92; Lasswell, 1952). The statistical pro-
cess of latent structure analysis indicates that the AI is unidimensional
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111 character
>
that is
*
it does not appear to measure a complex concept
(Srole
, 1956, p.714).
Semantic Differential
The Semantic Differential was developed to measure common percep-
tions of concept meaning (Osgood, et.al., 1957). Operationally, the
instrument consists of a concept or word to be rated, one or a set of
adjective pairs which are opposite in meaning, each adjective of the
pair being the endpoint of a continuum. The respondent indicates on
this continuum his judgment of where the concept or word "fits" with
regard to its meaning.
In the present study, the sum of the judgments are viewed as a
measure of the degree of worth the respondent places on the concept
of interest. The concepts are Community, Interpersonal Relationships
and Independence-Autonomy and are given a specific definition for this
study. The definitions of the concepts and the bipolar adjectives to
be used are presented in Table 19 in the Appendix. Randomization has
been employed to correct for order effect and acquiescence response set.
Although test-retest reliability for the Semantic Differential is
generally found to be approximately
.85, this level is dependent on the
concept being measured and the time interval between test administra-
tions. In view of this, the concepts to be rated have been pre-tested
using 31 bipolar adjectives suggested by Osgood and thirteen others
thought to be relevant to the concepts to be rated. An item analysis
has been performed on data collected from a population of undergraduate
students, both male and female. Reliability information has also been
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calculated. On the basis of these analyses, specific bipolar adject-
tives have been selected for use In the questionnaire package.
A two step procedure was employed to select the Sematlc Differ-
ential adjective pairs that would have specific psychometric relevance
to the concepts Independence-Autonomy, Community and Interpersonal
Relationships as defined for this study.
The first step consisted of an item analysis using item-total
correlations as the criteria, a procedure suggested by Guilford (1954).
The second step determined the number of adjective pairs necessary
to achieve a given level of reliability.
From a list of adjective pairs identified by Osgood, et. al.
(1957) and others chosen by this investigator, 44 adjective pairs were
selected which appeared to possess face validity for the concepts to
be measured. A population of 97 male and female undergraduate students
responded to instruments constructed using these adjectives. The
responses were scored, item-total correlation coefficients computed
and the coefficients rank ordered according to magnitude. For N=97,
a coefficient greater than .26 is significant at the .01 level for
each concept scale (See Wert, Neidt and Ahmann, 1954, Appendix B,
Table XX, p. 424) . For each of these concepts, the adjective pairs
having the 15 highest coefficients, the 20 highest, the 25 highest
and the 30 highest were arranged in scales. The method used by Guilford
(1954b) assumes the total score to be the criterion, and that a high
positive correlation between an item and total score provides a
measure of the degree to which each adjective pair contributes to
the dimension that the entire scale is measuring, i.e., the concepts
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Independence-Autonomy, Community and Interpersonal Relationships. For
each concept then, four tentative scales were constructed. The first
scale consisted on the 15 items with the highest item-total correlations;
the second scale consisted of these plus five additional items with
the next highest 5 item-total correlations, and in the same fashion
the next 5 items and so forth. The same procedure was used for items
for all three concepts. Using Cronbach's Coefficient Alpha (1951),
a theoretical reliability coefficient was computed. Using adjective
pairs with the 15 highest correlation coefficients, the reliability
coefficient for the concept Independence-Autonomy was
.83, for the
concept Community
.49, and for the concept Interpersonal Relationships
.60
Table 1 presents the items and the coefficients. Table 2 presents
scale variances. The 15 adjective pairs identified by these procedures
were used to construct a scale for each of these concepts.
Omnibus Personality Inventory
The Omnibus Personality Inventory (OPI)
,
an instrument developed
at the Center for the Study of Higher Education at Berkeley, is a true-
false personality inventory. It was developed for research purposes
for use with normal and intellectually superior college students and
is designed to assess "selected sttitudes, values and interests chiefly
relevant in the areas of normal ego-functioning and intellectual
activity (Heist and Yong, 1968, p.l).
The authors selected scales and items from several existing psycho-
logical instruments using the following criteria: 1) the desire to
TABLE I
ITEM-TOTAL CORRELATION COEFFICIENT AND THEORETICAL
RELIABILITY COEFFICIENTS FOR 15 ADJECTIVE PAIRS FOR THECONCEPTS INDEPENDENCE-AUTONOMY, COMMUNITY, AND INTERPERSONAL
RELATIONSHIPS AS MEASURED BY THE SEMANTIC DIFFERENTIAL
Independence
-Autonomy
This refers to a se If
-directedness and independence of authority
as traditionally imposed through social institutions. Independentpeople appear to be "inner
-directed" and tend to be realistic.
Adjective Pair CorrelationCoefficient
posit ive-nagative
.584
capable-inept
.578
forceful
-feeble
.572
weak-forceful
.566
honest
-dishonest
.555
true-false
.510
solid -unsteady
.501
robust -sluggish
.487
vigorous-lazy
.480
courageous
-fearful
.474
successful
-unsuccessful
.470
valuable -worth less
.469
mature -youthful
.456
pleasant
-unpleasant
.433
healthy-sick
.430
Coefficient Alpha .83
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TABLE I
(Continued)
Community
This concept describes an environment which is supportive and
sympathetic and is seen as congenial and cohesive. There is afeeling of group welfare and group loyalty which encompasses
the community as a whole.
Adjective Pair CorrelationCoefficient
positive
-negative
.702
fair-unfair
.674
success ful-unsuccesful
. 666
clean-dirty
.623
capable-inept
.614
valuable -wroth less
.603
strong-weak
.588
healthy-sick
.681
forceful -feeble
.568
good -bad
.562
foolish-wise
.548
true-false
.543
solid -unsteady
.537
honest -dishonest
.534
nice-awful
.531
Coefficient Alpha = .49
TABLE I
(Continued)
Interpersonal Relationships
This concept refers to a close friendship defined as a relation-
ship between equals with no sense of possesiveness involved, in
more general terms, this means close personal friendship with
others but not dependence on them.
Adiective Pair
Correlation
Coefficient
fragrant-foul
.746
true-false
.704
strong-weak
.692
pleasant
-unpleasant
.673
complete
-incomplete
.655
nice-awful
.654
successful-unsuccessful
.644
foolish -wise
.643
valuable -worth less
.634
capable-inept
.629
sweet-sour
.613
good -bad
.611
healthy-sick
.609
kind -cruel
.604
mature -youthful
.599
Coefficient Alpha = .60
VARIANCE
FOR
15,
20,
25,
AND
30
SEMANTIC
DIFFERENTIAL
ADJECTIVE
PAIRS
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measure stable and relatively permanent traits rather than more
transient ones, 2) appropriateness for research with intellectually
able students and 3) sufficient reliability and validity.
Of direct interest for this study are the four scales which, when
taken together, are to be interpreted as an indication of intellectual
scholarly disposition. Viewing these scales together as a single
concept is designed to provide a more multi-faceted and complex
meaning than is possible when the scales are used singly. These
scales are : 1) Thinking Introversion (TI)
,
which measures interests
in working with ideas and reflective thought, 2) Theoritical Orien-
tation (TO) which assesses use of abstraction and logical, analytical
thinking in problem-solving, 3) Estheticism (Es) which measures
esthetic interests and sensitivities, and 4) Complexity of Outlook
(CO) which reflects flexibility in general perception and describes
an open, creative approach to phenomena. There is considerable
mtercorrelation between these scales, the majority of the coefficient
ranging from approximately .50 to .65 for the males and females
(Heist and Yong, 1968, p.50). Intercorrelations demonstrate the
degree to which the scales are not independent measures. In the
face of this evidence, it seems appropriate to use and interpret
these scales as measuring components of a single, yet multi-dimen-
sional trait.
Reliability data presented in the manual is adequate for the
scales to be used. Internal consistancy coefficients range from
.76 to .85 and test-retest coefficients range from .87 to .93
(Heist and Yong, 1968, p. 49). In a review ot the OPI Kneldergaard
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<1965, p. 333) rated the reliability as "extremely stable."
Validity is demonstrated through complementary lines of evidence.
Factor analysis suggests that general intellectual attitude is a major
component measured by the OPI. Secondly, correlations with appro-
priate scales from other personality and attitude measures, among
them the California Personality Inventory, the Study of Values, the
Meyers-Brrggs Type Indicator, the Stern Activities Index, and the
Strong Vocational Interest Blank, result in "fair" correspondence
between these and OPI scales bearing a similiar description (Wallen,
1965, p. 335). Correlations between approximately
.40 and .50 are
considered "fair".
In sum, when the OPI is used for the research purpose of
describing and comparing college groups, the"reliability and valid-
ity are about as impressive (or unimpressive) as for any existing
inventories' (Wallen, 1965, p.335). The parentheses are provided
by Wallen.
Procedure
On February 3, 1970 a questionnaire package containing scales
for the 14 study variables was sent by United States mail to 200
members, 88 males and 112 females, of the randomly selected com-
parison group of Southwest area resident students. Useable responses
were returned by 36 males and 41 females.
The data for Project 10 students were gathered using two methods.
During February 1970, this investigator interviewed 35 students,
16 females and 19 males, who were at that time involved in the Project 10
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experience, and at the conclusion of the interview, asked them to respond
to the questionnaire. This procedure was used to give this investigator
an additional source of information, of a different nature from that
provided by the questionnaire, and largely of an impressionistic nature.
The interview format was standardized to deal with the following aspects
of Project 10: classes, instructors, other students, governance, innovations
living arrangements, and Project activities. Interviews lasted between 25
and 45 minutes. From this group 15 females and 14 males returned useable
replies. During March 1970, the same questionnaire was sent to the 101
remaining Project 10 students and of these, 45 students, 23 females and 22
males gave useable responses. For Project 10 students, 36 males and 38
females returned data in useable form. A total of 151 subjects from Project
10 and the comparison group were used for the final analysis. Vocational
Preference Inventory scores and Grade Point Averages for the students who
responded were obtained from records maintained by the University Counseling
Center and the Registrar's Office respectively.
CHAPTER IV
RESULTS
Dat a analysis
. A score on each variable for each subject was com-
puted and the data punched on IBM data cards. An analysis of cova-iance
electronic computer program developed by Harvey (1968) was used for the
data analysis.
Of the 14 variables analyzed, differences between mean values
were found significant at or beyond the .05 level for the following
categories; one sex difference, five group differences and four inter-
action differences.
Major hypotheses
.
Hypothesis No. 1 . Project 10 students will perceive a higher
level of concern for undergraduate learning. This hypothesis was supported
Table 3
Analysis of Covariance
Undergraduate Learning
Source df MS F
Sex 1 6.126 N.S.
Group 1 40.738 6.189*
Sex X Group 1 36.806 5.592*
Error 143 6.582
* p less than .05
Students saw the faculty members associated with Project 10 .
'‘generally disposed toward personalized teaching of undergraduates,
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encouraging of active student Involvement In the learning enterprise -
(Peterson, 1968, p.7). Students in Project 10 scored 6.47 on Undergraduate
rnmg and students in the comparison group scored 5.38. For this
variable there nas also a significant interaction. Females in Project 10
scored higher (7.19) than females in the comparison group (5.10) and
higher than the males in Project 10 (5.75). Males in the comparison
group scored 5.66 on this variable. Figure 3 presents these data in
graphic form.
Figure 3
Graphic Presentation of the Interaction between Project
and Comparison Students on the Environmental Variable
Undergraduate Learning
10
Mean Scores
Undergraduate
Learning
Males
Females
Groups
Hypothes is No. 2
. Project 10 students will perceive a closer
sel f “to-peers distance. This was not supported. Project 10 students
did not see themselves as any more or less involved with their peers
or perceive themselves as having values in common with peers than students
in the comparison group.
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Table 4
Analysis of Covariance
Source
Sel f- to
-Peers
(Peers)
df
Distance
MS T?
Sex 1 0.197 N.S.
Group 1 0.000 N.S.
Sex X Group 1 0.614 N.S.
Error 143 1.297
-
e
---
is No
- 3
-‘ Project 10 students will perceive a stronger
sense of community. There is some support for this hypothesis.
Table 5
Analysis of Covariance
Community (Semantic Differential)
Source df MS F
Sex 1 320.089 4.064*
Group 1 54.258 N.S.
Sex X Group 1 20.474 N.S.
Error 143 78.769
* p less than .05
As measured by the Semantic Differential
,
there was no dif
between the groups on the variable Community. Project 10 students did
not see an environment which was more supportive and sympathetic,
congenial and cohesive than that seen by other students. The feeling
of group loyalty and group welfare was seen as the same.
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Table 6
Analy;sis of Covariance
Source
Community
df
(Alienation Index)
' MS F
Sex 1 2.389 N.S
.
Group 1 5.192 N.S.
Sex X Group 1 11.063 7 . 620**
Error 143 1.452
** p less than .01
Also, on the variable Community as measured by the Alienation Index
there was no difference between groups. However, the interaction was
significant. Males in Project 10 were less alienated (2.20) than
females in Project 10 (3.03), less alienated than males in the comp-
arison group (3.14) and less alienated than females in the comparison
group (2.89). This variable measures the degree to which an individual
perceives the community as an unfriendly place or has values which are
foreign to him.
Figure 4
Graphic Presentation of the Interaction Between Project 10 and
Comparison Group Students on the Community Scale of the
Alienation Index
Mean Scores:
Community Males
Females
Groups
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Hypothesis No.
_4. Project 10 students will be more inclined
toward intellectual matters
„
Supported are two of the four variabl
which compose this dimension
„
Table 7
Analysis of Covariance
Thinking Introversion
Source df MS F
Sex 1 20.839 N.S.
Group 1 205.890 5.007*
Sex X Group 1 20.850 N.S.
Error 143 41.119
* p less than .05
Table 8
Analysis of Covariance
Complexity of Outlook
Source df MS F
Sex 1 6.341 N.S.
Group 1 234.063 8.460**
Sex X Group 1 1.787 N.S.
Error 143 27.668
** p less than .01
Table 9
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Analysis of Covariance
Theoretical Orientation
Source df MS F
Sex 1 59.793 N.S
.
Group 1 3.449 N.S.
Sex X Group 1 0.088 N.S.
Error 143 26.991
Table 10
Analysis of Covariance
Estheticism
Source df MS F
Sex 1 56.354 N.S.
Group 1 62.580 N.S.
Sex X Group 1 2.239 N.S.
Error 143 17.451
Project 10 students expressed a greater liking for reflective
thought and academic activities (TI) (26.75) than students in the
comparison group (24 .28) and were more interested in activities wh:
reflect an experimental and flexible orientation toward phenomena (CO)
(19.59) than comparison group students (16.97). They did not differ
significantly from comparison group students in their interest in
theoretical concerns and problems and for using the scientific method (TO)
they also did not differ from others in their interest in artistic
matters and activities (Es).
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Minor hypotheses .
HlE2£heSlS No ~ 5 ~ Pro^ct 10 students will tend to value Inter-
personal relationships and independence-autonomy more strongly. This
hypothesis was not supported 0
Table 11
Analysis of Covariance
Interpersonal Relationships
Source df MS
Sex 1 307.988
Group 1 0.437
Sex X Group 1 290.191
Error 143
Table 12
Analysis of Covariance
Independence
-Autonomy
Source df MS
Sex 1 38.303
Group 1 7.139
Sex X Group 1 123.769
Error 143 75.697
F
N.S.
N.S.
N.S.
F
N.S.
N.S.
N.S.
Students in each group placed equal value on "a close personal
friendship defined as a relationship between equals with no sense of
possessiveness involved" (IR). Also students in each group valued
equally "sel f-directedness and independence of authority as traditionally
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imposed through social institutions" (I-A),
Hypothesis No. 6. Projprr 10 students will perceive an environment
where there is a concern for innovation. There is some support for
this hypothesis.
Tabl e 13
Analysis of Covariance
Concern for Innovation
Source df MS F
Sex 1 0.413 N.S
.
Group 1 0.166 N.S
Sex X Group 1 25.100 4.309*
Error 143 6.034
* p less than .05
Students in Project 10 did not see their living-learning program
as any more committed to experimenting with new ideas for educational
practice than any other program in the Southwest residence area. However
there was a significant interaction with Project 10 females scoring
higher (7.37) than Project 10 males (6.41) and higher than comparison
group males (7.32) and females (6.60).
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Figure 5
Graphic Presentation of the Interaction
Comparison Group Students on the Concern
Between Project 10 and
for Innovation Scale
Mean Scores:
Concern for
Innovation
Males —
Females
Hmothests NO. 7 . Project 10 students will perceive an environment
where there is a concern for academic freedom. This hypothesis
supported.
Table 14
Analysis of Covariance
Concern for Academic Freedom
Source df MS F
Sex 1 1.808 N.S.
Group 1 17.468 3.989*
Sex X Group 1 52.335 11.953**
Error 143 4.379
* p less than .05
** p less than .01
Project 10 students perceived an environment where they were more
free than students in the comparison group to discuss topics and to organ-
ize groups of their own choosing and were relatively free of college rest-
rictions in their personal conduct and activities (F) ; that is, they
perceived that academic freedom was present to a greater degree in Project 10.
Project 10 students scored 8.77 on the Freedom scale as compared with 8.05
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for the comparison group students c
Figure 6
Graphic Presentation of the Interaction Between Projectana Comparison Group Students on the
Concern for Academic Freedom Scale
10
Mean Score:
Concern for
Academic
Freedom
Male
Female
Females in Project 10 scored higher (9.48) than males in Project 10
(8.05). Project 10 females scored higher than both the females (7.58)
and the males (8.53) in the comparison group.
H^othesisJio^. Project 10 students will perceive an environment
where extracurricular activities reflect intellectual and esthetic
interests. This hypothesis was significantly contradicted.
Table 15
Analysis of Covariance
Aesthetic Intellectual Extracurriculum
Source df MS F
Sex 1 4.069 N.S.
Group 1 70.476 12.550**
Sex X Group 1 20.391 N.S.
Error 143 5.616
** p less than .01
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Students in the comparison group perceived an environment where
there was greater availability of activities and opportunities for
intellectual and esthetic stimulation outside the classroom (AIE)
.
Project 10 students scored 8.35 on the AIE scale and comparison group
students scored 9.79. When compared to Project 10. the entire University
was making more "deliberate efforts to encourage intellectual and
artistic interests through appearances by leading intellectuals, informal
discussion groups, student literary magazines, art exhibits, musical
presentations and so forth” (Peterson, 1968, p.6).
thesis No. 9 . Project 10 students will perceive an environment
where the system of government reflects the influence of all parties.
This hypothesis was not. supported.
Table 16
Analysis of Covariance
Democratic Governance
Source df MS F
Sex 1 6.683 N.S.
Group 1 0.036 N.S.
Sex X Group 1 32.315 N.S.
Error 143 12.401
Students in the two groups perceived essentially no diffe
the degree to which the system of government reflects the influence of
all parties (DG) . There was no difference seen in the extent to which
individuals who are directly affected by a decision have the opportunity
to participate in making that decision.
CHAPTER V
DISCUSSION
In drawing inferences the scientist has the respon-
sibility of adding to the test statistic his a priori
expectations, his knowledge of the literature, of the
experimental conditions, and the direction of effects
and to subjectively weigh these factors. Jerome L.
’
Myers, 1966, p.36.
\ In reiteration, proponents of the cluster model claim that
1) small size
, 2) a "community" of shared interests and experiences.
3) a significant measure of self-government, and 4) an emphasis on
teaching will facilitate development of intellectual interests in
undergraduate students.
Were these elements part of the Project 10 experience; that
is, does Project 10 represent a version of a living-learning program?
Furthermore, how do these elements function to effect change and
growth in college students? The following discussion attempts to
weave together information from the analysis of the dependent
variables and impressions gathered from interviews with Project 10
students
.
Small size
. The number of freshmen who initially selected
Project 10 numbered 253. This number easily falls within the lower
range of size suggested by Martin, Goodman, Newcomb and others.
However, as freshmen came into the Project in the Fall of 1969, this
number more than doubled. The majority of the sophomores interviewed
indicated that the larger size substantially changed the nature of
the Project. During the first year Project 10 students developed
close personal relationships with a great number of other Project 10
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students. There was frequent mention of a brother-sister relation-
ship between many who lived in the adjacent men's and women's resi-
dence halls. Most knew every other student on what can only be called
a personal basis. During the first year students made a practice of
opposite-sex room visitation on a twenty-four hour basis, which at
the time was contrary to university policy. Perhaps small size,
coupled with the visitation practice which was made easier by the
residences' close proximity, created a close-knit community of people
who knew each other well. This might be likened to a primary group,
an extended family or a commune of sorts.
With the entry of the new freshman class, the sophomores felt
they could no longer know enough people personally. Their extended
family, by becoming larger, had changed its nature. Although the
number of students did not exceed 500, size does appear to be a sen-
sitive factor in students* perceptions of their peer relationships.
"CoBmutiity". During the first year, many Project 10 students
met two or three classes each semester with other Project students
in the Project residence halls. This procedure, termed residential
cluster scheduling, suggests the presence of a community of shared
academic experiences. That they also held interests in common may
be inferred from Vocational Preference Inventory interest patterns
derived from information gathered prior to matriculation. These
data are presented in Table 6. Males in Project 10 showed a strong
intellectual interest as reflected by VPI high point codes. Second in
frequency were expressions of interest in artistic matters. Together
these two areas account for 80% of the^wo LUt; expressed interests. Fewer
than 207. of the males showed interests in realistic, social, con-
ventional or enterprising areas, an unusual pattern for males.
Project 10 females expressed interests in social and artistic
areas, accounting for 777. of the high point codes. Twenty-five
percent of the females expressed an interest in intellectual mat-
ters, a somewhat unusual finding for females. Less than 57. showed
realistic, conventional or enterprising interests. Table 5 presents
these data. Males and females in Project 10 both expressed interest
in relatively few areas, thus suggesting that they were a relatively
homogeneous group with respect to expressed interests.
Environmental Climate
Self-Government
. During the first year, Project 10 students
evolved an open-forum, town meeting form of government, where each
member could directly and openly express his opinion and will.
This proved too unweildy and inefficient and a representative
form was instituted during the second year. However, with this
system fewer students participated in governance with the resulting
feeling that it was distant and unresponsive to their needs. As
reflected by scores on the Democratic Governance (DG) Scale, Pro-
ject 10 students generally failed to see themselves as being any
more able to participate in decisions that directly affected them
than any other Southwest students through their governing bodies.
Scale items key on this concept and the idea that students, faculty
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and administrators share power in decision-making. Some items are:
"Meaningful arrangements exist for expression of students opinion re-
garding institutional policies". "Power here tends to be widely dispersed
rather than tightly held" and with reverse scoring. "In reality, a small
group of individuals tends to pretty much run this institution". All
DG scale items are presented in Appendix A-2.
According to the students interviewed, the town meeting style of
government was well attended; all students had a feeling they could go
and directly express their views; the students felt involved. This form
also functioned to build a community of shared experiences and led to
personal knowledge of one another. In view of this, it was unexpected
that the DG scale values did not differ between Project 10 and comparison
students. Perhaps if the sample had been taken while the town meeting
form was functioning, differences would have been apparent. However,
the measures were taken when a representative form was in effect,
a form similar to that used in other parts of the Southwest area, and
the DG items reflected this. Although it cannot be determined
directly from this finding, if Project 10 students had available a
^
^
j-
-9.an t measure of self-government as the cluster model proposes,
the findings indicate that they did not possess "democracy" to an
extent different from other Southwest residents.
Emphasis on teaching
. The selection of instructors for the Project
10 classes was made largely by the students themselves. Although no
systematic procedure was established or followed, usually students would
informally decide which teachers to invite to give Project classes. Students
interviewed said that they sought those faculty members who were particu-
larly interested in undergraduate teaching. However, this was not always
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accomplished, and some instructors not highly interested in teaching
led some classes. The items of the Undergraduate Learning (UL) Scale
reflect a faculty "generally disposed toward personalized teaching
of undergraduates" and an institution that encourages "active student
involvement in the learning enterprise" and which gives rewards for
good teaching (Peterson, 1968, p.7).
Although a broad range of teaching styles and attitudes was
represented by the faculty giving Project classes, in the main
those attracted were interested in new and innovative practices.
For example, one story often repeated by interviewees involved
several sections of Freshman English (Composition). The instructors
left, the planning and directions of the course entirely at the
students’ discretion. In most cases, during the first term little
or no reading or writing was done; classes were general rap sessions.
During the second semester, however, students began to realize that
they weren't "getting anything" from this experience and began with
the instructor s support to read and to write. The students apparently
learned that if they wanted to learn more about English composition,
their personal initiative was required.
Project 10 students scored higher on the UL Scale composed of
items such as: "Professors get to know most students in their un-
dergraduate classes quite well", "Capable undergraduates are encour-
aged to collaborate with faculty research projects or to carry out
studies of their own", and "Most faculty members are quite sensitive
to the interests, needs, and asperations of undergraduates". All
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items of the UL Scale are presented in Appendix A-2. Apparently
Project 10 students were generally successful in attracting inter-
esting professors as their responses to the UL Scale indicate that
they perceived an environment where there was a strong emphasis on
teaching and related activities. The cluster college element, em-
phasis on teaching, appears to be a part of the Project 10 experience.
Parallel with the emphasis on teaching perceived here is the finding
of several other studies of living-learning programs that students
report better relationships with faculty (Pemberton, 1968; Olson,
1964 a
; Neville, 1966; Newcomb, et.al., 1969; College Management, 1967),
Freed om and innovations
. Two additional elements, academic
freedom and concern for innovations are thought supportive of an
environment where there is an emphasis on teaching. The Freedom (F)
and Concern for Innovations (Cl) scales attempt to measure the relative
presence of these elements. Students in Project 10 perceived an
environment where persons were able to discuss topics and form
associations of their own choosing (F) , This was true to a signi-
ficantly greater extent for Project 10 students than for those in
the comparison group. Some examples of items from these scales per-
haps will convey more clearly their meaning for Project 10. The
statements "Faculty members feel free to express radical political
beliefs in their classroom" and "There are no regulations regarding
student dress" would be answered in the affirmative and "Certain
radical student organizations, such as SDS, are not, or probably
would not be, allowed to organize chapters on this campus" would be
answered in the negative. However, Project 10 students did not per-
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ceive their environment as differing in the extent to which people
were encouraged to innovate and experiment with new ideas for edu-
cational practice (Cl).
Freedom to innovate appears reflected in the visitation prac-
tices, the form and style of governance and procedures used in some
classes. Given these findings and the conceptually close relation-
ship between freedom and innovation, it was unexpected that Project 10
and comparison group students did not differ in their perceptions
of a concern for innovation (Cl). Some representative Cl scale
items perhaps might provide clues to the nature of this finding.
It is almost impossible to obtain the necessary financial support
to try out a new idea for educational practice". This situation
is probably as true for Project as for other sections on campus.
Project 10 was planned, initiated and largely run by students and
while approved by the administration, was not given much support
in terms of money and other resources. Inviting guest lecturers,
conducting field experiences, purchasing materials all require funds
in addition to those used for employing instructors. Also, in most
cases, faculty who gave Project courses did so on their own and not
on a released time basis from their academic departments. This is
contrary to the practice in most living-learning and cluster college
programs where faculty are associated with the program on a full time
basis but often with a limited length commitment of a semester, a
year or two years. However, even with minimal commitment, Project 10
faculty were seen as particularly interested in undergraduate teaching.
Another Cl item, "There have been few significant changes in the
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overall curriculum in the past five years", has special significance
for Project 10. Although some changes have been made in the uni-
versity curriculum, largely in the form of relaxed requirements and
more ,lpass~fail" courses, students in Project 10 were subject to
the same major and graduation course and sequence requirements as
other students. Project courses were essentially an extension of
the usual university courses. They merely were held in the Project
residence halls. This situation may account for similar perceptions
of concern for innovations by Project 10 and comparison group students.
Activities. The other variable measuring the environment showed
comparison group students perceiving a significantly greater avail-
ability of activities and opportunities for intellectual and esthetic
stimulation outside the classroom (AIE)
. This finding is partly
an unanticipated artifact of questionnaire directions which instructed
Project 10 students to focus on the entire university. The range of
activities available in the university of 16,000 students is much
greater in number and diversity than those available within a group
of 250 students.
Examination of AIE Scale items reveals that the activities men-
tioned are of a traditional type that, perhaps, do not fully encom-
pass the range of activities of a similar nature which are currently
on the scene. Project 10 students were involved in a wide range of
activities, many of a political nature, many of which dealt with
educational reform and change. Project students planned and presented
a psychedelic light show; they ran several publications, which although
possessing a short life span, did possess considerable vitality and
consumed considerable energy of their originators. Also, within
the Project students placed a high value on spending long periods
of time talking with others about a wide range of topics, primarily
of an intellectual or political nature. Items such as: "There is
a student debating society or club" and "There are a number of
student groups that meet regularly to discuss intellectual and/or
philosophic topics" imply a sense of organization that is quite
alien to these students’ thinking. Discussion of this type occurs
continually, with no thought that one has to organize into a group
m order to do so. What is needed are measuring instruments that
are more sensitive to current styles and modes of action— that is,
ones that are more relevant.
The above findings suggest that conditions thought instru-
mental in the formation of peer groups, and peer groups that are
supportive of intellectual goals were part of the Project 10 ex-
perience. That all Project 10 students were housed in adjacent
buildings and met many classes there indicates the presence of the
condition of propinquity. It also appears that these propinquitous
peers exhibited a homogeneity of interest patterns, and possessed
interests that are reflective of an intellectual nature. Also,
scores on the UL Scale indicate the faculty to be supportive of
students' intellectual endeavors.
This study asks "Can a distinctive environmental climate,
composed of values, attitudes, behaviors, and available activities,
be created within a sub-unit of a university? These findings
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suggest an affirmative reply. The second question of concern here
now be considered. "Do outcomes, in terms of student behavior, differ
as the result of experience within this distinctive climate?
Relationship Between Variables
The relationships between classification, environmental, and outcome
variables may be represented by Figure A. The following statement describes
the presumed nature of the relationships. Students with a particular set
of characteristics (A) become involved in an environment with certain
characteristics (B) and as a result, develop attitudes, values, and interests
of certain types (C)
.
Classification Variables
Classification by male and female was done because on many psychological
characteristics responses differ according to the sex of the respondent.
The classification of students with a PGPA above 2.0 was accomplished by
Project 10 leaders as they wanted to attract intelligent and academically
motivated students. However, by itself the PGPA criterion does not produce
a highly select group as admissions policies for the entire University were
such that approximately 80% of those accepted have a PGPA of 2.0 or above.
Outcome Variables
The outcome variables were chosen so as to reflect three areas of
human development. These are 1) Intellectual-Academic Orientation,
represented by the TI, TO, Es and CO scales of the OPI, 2) Psycho-Social
Involvement, measured by the Community and Peers scales of the Alienation
Classification
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Index and the concept Community as measured by the Semantic Differential,
and 3) Personal Values as reflected through the concepts Interpersonal
Relationships and Independence-Autonomy.
On two of the four variables measuring Intellectual Orientation,
Project 10 students scored higher than comparison group students. In this
area of human development Project 10 students appear to be more advanced
than those involved with more conventional programs of higher education.
In terms of Psycho-Social Involvement however, students in the two
types of experiences did not differ. This is unexpected and appears in-
cons is tant with impressions gathered through the interviews with Project
10 students. Both males and females expressed feelings of closeness and
friendship with many other Project members. There seemed to be a consider-
able emotional identification with "The Project" which the students saw
as 'ours". Also there seemed to be as many negative expressions of feeling
about the Project as there were positive ones. Perhaps the multitude of
meanings assigned to the Project by its members was a reason that the chosen
instruments failed to reflect true differences between the two groups.
Perhaps measurement errors or regression effects were operating.
Students did not differ on the personal values, Interpersonal Rel-
ationships and Independence
-Autonomy
,
considered in this study. The lack
of significance of IR may in part be due to the low reliability coefficient
(.60) associated with the Semantic Differential scales used to measure
this concept.
Assuming that the use of covariates (VPI Intellectual, Social and
Artistic scales and Grade Point Average) has been effective in balancing
the possible self-selection bias, one is tempted to draw the following
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inference: These intellectual interests are the result of the kinds of
experiences the students had during the three semesters in Project 10
and that these interests were derived from faculty and peers with similiar
interests, who were in frequent close proximity with each other, wer^ rel-
atively free to make many personal
-academic choices, and were encouraged
to attempt new ways of learning. The level and direction of these var-
iables suggest this relationship.
Sex-related differences in perceptions
. The most puzzling finding
is that Project 10 females tended to see their environment through rose-
colored glasses as reflected in an exaggerated perception of undergraduate
learning, freedom and concern for innovations. In direct contrast is the
perception of Project 10 males, who saw these elements through dark clouds.
Differences according to sex are quite common on psychological vari-
ables but alone this is probably not a sufficient explaination for the
data here and the cause for these particular results is probably to be
found within the dynamics and politics of Project 10. Based on impressions
gained through the interviews, males in Project 10 tended to represent a
much greater range of personality types, political viewpoints, life styles
and educational goals than did females in Project 10. In general, the males
during their third semester were giving up on or growing out of the Project
10 experience and moving into a variety of new and different endeavors.
On the other hand, the females mainly were still willing to stay with the
experience as they appeared to have a greater involvement in Project 10,
an involvement that was primarily of an emotional nature. They wanted the
relatively sheltered and nuturant environment that it provided whereas the
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*ales were searching for a .ore challenging
, different experience. Perhaps
Project 10 males were more involved, as revealed by the lower scores on the
Alienation Index Community scale, but their perception of the environment
was deflated due to the disparity between the reality of what they saw
Project 10 to be and their conception of what it could have been.
Other evaluations have yielded "negative" results. A study conducted
at Ohio State University found that living-learning students, as compared
with others after one year, perceived the campus to be less friendly, co-
hesive and group oriented (CUE Community scale) (Walsh and McKinnon, 1969).
A study of cluster scheduling produced "disillusionment with the university
environment's friendliness and congeniality" (CUE Community scale) (Dugmore,
1968).
Other investigations
. The findings of the present study are, in most
cases, consistent with the results of others who have investigated various
aspects of the living-learning/cluster college model. A study of the effect
of residential proximity (Morishima, 1966) found that students with the
same academic major, i. e., similiar academic interests, over a two year
period became more interested in scholarly pursuits, as reflected by the
OPI variables here used. The present study suggests that the propinquity
of similiar interest peers is correlated with scholarly-intellectual
orientation. Another aspect is college impact. College attendance appears
to move persons toward independent, reflective thinking and toward par-
ticipation in intellectual activities (Trent and Medsker, 1967). Although
not a direct test of the college experience per se, the findings here suggest
that a living-learning type of experience makes more potent the changes
associated with college attendance. Of interest also is that the findings
lend see support to the theory of accentuation posited by Feldman and
Newcomb (1969) which states that students initially high on some dimen
Sion will show greater increases than others if their subsequent exper
lences are relevant to that dimension. The primary dimension is what
Newcomb, et. al. (1969) identify as Intellectual Openness, a concept
which incorporates the OPI Intellectual Disposition Categories used in
this study.
CHAPTER VI
IMPLICATIONS
The conclusion of a research project is also a commencement,
for its results can and should look to the future. The findings can
suggest how the research questions may be asked differently, which
measuring instruments are appropriate for future research and how the
design itself may be improved; they can also suggest different and
more effective ways of dealing with the phenomena in question.
Implications for Research
Several points will be made which deal with the research plan.
It is important in evaluations of this type that a comparison group
be used such as was done in this study. However, in future studies,
students should be assigned to living-learning, more traditional, and
other experiences on a random basis, thus providing balanced control
groups. This is a way of strengthening internal validity, thus en-
abling one to place more confidence that the results are due to the
experimental "treatments" involved and not to self-selection or other
factors. Second, measures should be taken on the same variables both
before and after the experiences, that is, a pre-post test design should
be used. The ideal design for a research question of this type is Num-
ber 4, the Pretest-Posttest Control Group design as designated by Camp-
bell and Stanley (1966). Third, interviews and a pilot study would
help make a study more relevant and economical. The experimenter should
interview students, faculty and administrators involved in the pro-
grams for the purpose of determining which factors they consider im-
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portant
. Then he should conduct a cross-sectional study which uses
several variables measured by different techniques. The investigator
should be able to identify those variables that are most sensitive
and important to the situation, and which instruments most effectively
measure these, variables. Since a longetudinal study is both time-
consuming and expensive, this procedure will help provide an optimal
probability that the study will yield meaningful and significant re-
sults
.
Implications for Practice
As in the life cycle of any individual or organization, there is
a beginning, an evolution, and an ending. Several questions arise in
the case of a living-learning program: who should become associated,
what kind of atmosphere and structure should be present and at what
point should association be terminated? These phases provide the frame-
work on which the following comments are based.
Selection and termination of students
. Students should be select-
ed at random from those accepting University admission. Assuming that
evaluation is a necessary and integral part of any innovation, this pro-
cedure permits use of a research design which can most adequately test
the effectiveness of the program. As an increasing number of changes are
made at one time, it becomes increasingly difficult to identify those
that are important, i.e., the ones that appear to affect certain aspects
of growth. Given the current admission cycle that the majority of stu-
dents enter the Fall Term, entry would have to be once each year to main-
tain a random basis. Entry at other times would move entry toward a non-
random basis.
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The option to leave a living-learning program should be available
(o students at the end of each semester or term. During and at the end
of Project 10 * s third semester of existance, many students were leaving
the Project to join other parts of the University or dropping from col-
lege altogether. This was especially true for the males. A head of
residence commented: "Most of the more interesting students have left."
Some were frustrated, disappointed, disillusioned with the evolution of
Project 10; others were leaving to seek new ways of self-education that
they found weren't possible in a living-learning type experience; many
of the females were reacting to the increasing size and joining sorori-
ties; others were committing themselves more deeply to their academic
major. Given these students' broad and strong interests in intellectual,
esthetic and scholarly activities, it appears that some were growing be-
yond Project 10, that it had served them but wasn't sufficient to sus-
tain their interests and attract their energies for an entire four year
undergraduate career. Perhaps the Project 10 experience brought to these
students the awareness that self-initiated learning is necessary for true
education. This implies variable termination points as what a student can
gain from such an experience is very much an individual matter.
Selection and termination of faculty
. Faculty should be invited by
the students. This was done in Project 10, and it appears that these
students invited faculty members who were interested in teaching under-
graduates, and who were willing to expend the time and effort necessary
to do this. Project 10 students perceived this to be true.
Faculty should be associated with such a program on a full-time
basis, but with a variable length time commitment. For their own in-
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tellectual and professional growth, faculty members must have an on-
going interaction with collegues in their discipline, but involvement
in teaching, especially in a living-learning situation conflicts with
this need. Perhaps the limited term association will reduce this con-
flict. Faculty members were associated with Project 10 on a part-time
basis. The living-learning model proposes full faculty involvement in
classroom and extracurricular academic activities, in advising students
and in the living-learning decision-making machinery. This is a point
of discrepancy between the practice in Project 10 and the conditions
thought optimal by proponents. A more extensive involvement by faculty
members may have resulted in greater influence and fewer, or more "drop-
outs
,
depending on the attitudes and abilities of the members involved.
However, for this to be an attractive and realistic alternative for facul-
ty, this activity must be given full recognition in matters of faculty
pay raises, promotion and tenure. How this is to be accomplished is be-
yond the scope of this study.
Students with intellectual and esthetic interest patterns may not
require many hours of faculty contact. However, more than other students
they need to see that the faculty are interested in them and are avail-
able and accessable for guidance, advice, and criticism, when these are
appropriate and necessary. This writer believes that it is not the fre-
quency but rather the quality of student-faculty relationships that is
important for student development.
Size, propinquity and class scheduling . A living-learning program
should not encompass more than approximately 250 students. Interview
data supports this statement. Students perceived a threat to their
close-knit community when the size grew with the entry of new students.
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However, perhaps this reaction can be traced to sources other than
the increase in size alone. Assimilating the freshmen seemed to.be
a problem. Second year students said they did not know and felt pre-
vented from knowing new first year students. This may be traced to pro-
pinquity. As a general rule, the chances of interacting increase as a
function of how close people live to one another. Although freshmen
were housed in the same dorms, they were on different corridors and
different floors than the sophomores and thus the chance of meeting
them was reduced. One freshman suggested a one-floor dorm after ob-
serving that horizontal mobility is greater than vertical mobility
within a building.
Project courses were segregated by class level, that is, first
year students rarely attended classes with second year students be-
cause of the curricular patterns. Cluster class scheduling which was
based on the curricular patterns (e.g., nearly all freshmen were en-
rolled in Freshman English)
,
tended to segregate first from second
year students, thus preventing a sharing of academic experiences,
one condition of alleged benefit of the living-learning model.
The data from the study variables also do not support the state-
ment of size. Students in the two groups did not differ in alienation
from Community; also, they did not differ in alienation from Peers,
defined as self to peers distance. Apparently the arrangements describ-
ed above did not cause Project 10 students to see themselves as psycho-
logically closer to or further from their fellow students than those
living other places in the Southwest residence area. However, males
in Project 10 were less alienated from Community than those in other groups.
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The study findings appear inconsistant with the interview findings.
Increased size appears associated with a perceived threat to the degree
of personal knowledge a student had with others of the Project 10 com-
munity. Yet
,
scores on the Peers and Community scales did not differ
significantly between Project 10 and comparison group students. Perhaps
the conditions of propinquity in residences and classes were not pre-
sent to an extent sufficient to be reflected in the variables here used.
Perhaps these conditions are independent of a perception of community.
Perhaps the measures used are inappropriate. The first alternative is
favored because of the problem of assimilating the incoming freshmen.
Rel ationship with the parent institution ; Responses to an inno-
vating living-learning program by the parent institution should respect
and encourage freedom of expression and association for faculty and stu-
dents, especially in the areas of political beliefs and personal be-
havior. This implies a laissez-faire attitude toward such programs by
the central authority and a good measure of local self-control. However,
in the case of Project 10, decision making machinery was a sore point
among students. To date they have not evolved a government where those
affected by a decision have the opportunity to participate in that de-
cision. It may be that significant responsibility for financial and
curricular affairs was lodged outside the decision making authority of
any machinery that could have been evolved.
Perhaps this suggestion is related to the lack of differences in
the perception of concern for innovations. If a living-learning pro-
gram is begun with the idea that it should seek new ways for education,
it should be allowed independence of institution-wide course/grade re-
quirements
; it should also have resources and funds available and
under its control
.
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stud
_
ent leadership
. Project 10 should have an "executive".'
Project 10 was planned, initiated and .led by students and because its
continuation has been dependent on student leadership, it has faltered.
Student leaders are intelligent and capable but they are students, that
Is, they have a commitment to studies; their obligations are few, are
self-made and may be dropped relatively easily; students are changing
and changeable; they are learning and growing, and this is as it should be
Project 10 needs more stability than this writer believes it now has.
The "executive" should be an adult who is chosen by students, supported
by the institution, whose role is to "keep the ends tied together", to
provide support and follow-through for student initiated plans and to
permit failure.
Conclusions
. The overall conclusions that may be drawn from this
study can be stated as poles of a continuum. On the one hand, the
strongest implication is that an atmosphere of relative freedom, concern
for innovation, concern for teaching, where students live and study in
close proximity to each other and with interested faculty, produces
students who are interested in intellectual, scholarly, artistic and
esthetic matters and activities. On the other hand, the weakest that
can be said is that an experience planned as an innovating living-learning
experience, involving close student-faculty relationships, attracts
students who are more interested than most in intellectual, scholarly,
and esthetic activities.
TABLE 17
MEANS
- ^
FERENCE between group means and significance levelsFOR EXPERIMENTAL AND COMPARISON GROUP STUDENTS
ENVIRONMENTAL
VARIABLE
PROJECT 10
MEAN
COMPARISON
GROUP MEAN Uir FEIlENC 1"
Undergraduate
Learning 6.47 5.38 1.09
.05
Democratic
Governance 5.73 5.70 0.03 N.S
Aesthetic
-Intellectual
Extracurriculum 8.35 9.79
-1.44
.01
Freedom 8.77 8.05 0.72 .05
Concern For
Innovations 6.89 6.96 0.07 N.S
OUTCOME
VARIABLE
Interpersonal
Re lationships 30.89 30.78 0.11 N.S
Independence -
Autonomy 32.11 31.66 0.45 N.S
Community 32.93 34.20
-1.27 N.S
Peers
(Alienation Index) 4.19 4.18 0.01 N.S
Community
(Alienation Index) 2.61 3.01 -0.40 N.S
Thinking
Introversion 26.75 24.28 2.47 .05
Theoretical
Orientation 19.20 18.88 0.32 N.S,
Estheticism 14.25 12.89 1.36 N.S.
Complexity
of Outlook 19.59 16.97 2.62 .01
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ALIENATION INDEX
(As modified for college population)
SCALE INTERPRETATION, ITEMS, AND SCORING
PEERS SCALE
Core concept: The major group involved is the age neer erm.n u™ „
within the age group there are important distinctions. The issue il^’the degree of revolvement and perception of common values.
I have little in common with most people my age. (True)
Most of my friends waste time talking about things
anything. (True)
that don't mean
My way of doing things in not understood by others my age. (True)
It is safer to trust no one - not even so-called friends. (True)
In the group in which I spend most of my time most people don't
understand me. (True)
COMMUNITY SCALE
Core concept: The attempt here is to ascertain the degree to which theindividual perceives the community (or neighborhood) as an unfriendly
place or has values which are foreign to his own.
Most of the people on this campus think about the same way I do about
most things. (False)
I have never felt I belonged on this campus. (True)
Student organizations on this campus don't speak for me. (True)
There are many good things happening on this campus to improve things.
(False)
My dream is to some day be able to leave this campus. (True)
IFI CONCERN FOR UNDERGRADUATE LEARNING SCALE
INTERPRETATION AND ITEMS
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f ° r Under8raduate Learning has to do with the degree to which
„
1U8e - m its structure, function, and professional commitment offaculty - emphasizes undergraduate teaching and learning. A high scoresuggests a faculty of active student involvement in the learning enter-
^VnSiitUti?nal rewards for g°od teaching. A low score indicateseither that undergraduate instruction stands relatively low as an insti-tutional priority, or else the perception that, for whatever reasons, thequality of teaching at the college is generally somewhat poor.
There are established procedures by which students may propose new courses.
Faculty promotion and tenure are based primarily on an estimate of teaching
effectiveness. 6
Generally speaking, there is not very much contact between professors and
undergraduates outside the classroom.
professors seldom teach freshman or sophomore courses.
Either tutitorials or extensive independent studies are important features
of the undergraduate curriculum.
Professors get to know most students in their undergraduate classes quite
well
.
How best to communicate knowledge to undergraduates is not a question that
seriously concerns a very large proportion of the faculty.
Most faculty members do not wish to spend much time in talking with students
about their (the student's) personal interests and concerns.
Most faculty members are quite sensitive to the interests, needs, and
aspirations of undergraduates.
In recruiting new faculty members, department chairmen or other administrators
generally attach as much importance to demonstrated teaching ability as to
potential scholarly contribution.
Capable undergraduates are encouraged to collaborate with faculty research
projects or to carry out studies of their own.
ifi democratic governance scale
INTERPRETATION AND ITEMS
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i
— xu a cop-aown” administrative framework.
In 8eneral j decision-making is decentralized whenever feasible or workable.
Meaningful arrangements exist for expression of studentinstitutional policies.
opinion regarding
hierarchical status.
In dealing with institutional problems, attempts are
involve interested persons without regard to their f
generally made to
ormal position or
This institution tends to be dominated by a single "official" point of view
Power here tends to be widely dispersed rather than narrowly held.
Serious consideration is given to student opinion when policy decisions are
Governance of this institution is clearly in the hands of the administration.
In arriving at institutional policies, attempts are generally made to involve
all the individuals who will be directly affected.
In reality, a small group of individuals tends to pretty much run this
institution.
Students, faculty and administrators all have opportunities for meaningful
involvement in campus governance.
A concept of shared authority" (by which the faculty and administration
arrive at decisions jointly) describes fairly well the system of governance
on this campus
.
There is wide faculty involvement in important decisions about how the
institution is run.
IFI FREEDOM SCALE
INTERPRETATION AND ITEMS
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( ) Freedom has to do with academic freedom for faculty and students aswell as freedom m their personal lives for all individuals in the campus
essential lv
*CO
*? 8 lmply that respondents perceive themselves to bey free to discuss topics of their own choosing, to organize groups
fr.t nY °7?
Ch°OSlng
!
to invite controversial speakers! and to be relativelyco lege restrictions on their personal conduct and activities. Low
,
reS suggest an institution that places many restraints on the academicand personal lives of faculty and students.
Faculty members are required to sign some form of loyalty oath.
The institution imposed certain restrictions
activities by faculty members.
on off-campus political
An essentially free student newspaper exists on this campus
ability mainly to its readership)
.
(with account
-
Religious authority has meant some curtailment of academic freedom forfaculty and students.
Certain radical student organizations, such as SDS, are not, or probably would
not be, allowed to organize chapters on this campus.
Certain highly controversial figures in public life are not allowed or
probably would not be allowed to address students.
Eccentric convictions and unpopular beliefs among faculty members are generally
not frowned upon by senior administrators or governing board members.
Faculty members feel free to express radical political beliefs in their
classrooms
.
The governing body strongly supports the principle of academic freedom for
faculty and students to discuss any topic they may choose.
Idiosyncratic or non-conformist student personal styles and appearances --
e.g. beards, long hair -- tend to be viewed with disfavor by institutional
authorities
.
Institutional authorities have not reprimanded faculty members who in recent
past have publicly registered their dissent concerning policies of the state
or federal government.
There are no regulations regarding student dress.
IFI CONCERN FOR INNOVATIONS SCALE
INTERPRETATION AND ITEMS
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(Cl) Concern for Innovation refers, in its highest form, to an institution-alized commitment to experimentation with new ideas for educational practice
newldeas^th^ ?
^^ ^ admini^rators are receptive to
ft •^ • Pe°Ple encoura§ed to innovate and experiment at all levelsa significant, changes (e.g., in the curriculum) have in fact beenmade in recent years. Low scores could imply traditionalism, complacency,
or opposition to change in the college community.
There is a general willingness here to experiment with innovations
shown promise at other institutions.
that have
In the past few years, there have been a number of major departures from old
ways of doing things at this institution.
A sense of tradition is so strong that it is difficult to modify established
procedures or undertake new programs.
High-ranking administrators or department chairmen generally encourage pro-
fessors to experiment with new courses and teaching methods.
It is almost impossible to obtain the necessary financial support to try out
a new idea for educational practice.
There have been few significant changes in the overall curriculum in the past
five years.
Proposed curricular changes seem to be accepted or rejected more on the basis
of financial considerations than of assumed educational merit.
The curriculum committee of the college concerns itself with basic curriculum
issues rather than, for example, merely approving or disapproving new courses.
Almost all ideas for innovations must receive the approval of top level admin-
istrators before they can be tried out.
This institution would be among the first to experiment with a novel educational
program or method if it appeared promising.
There is an air of complacency among many of the staff, a general feeling that
most little things at the college are all right as they are.
In my experience it has not been easy for new ideas about educational practice
to receive a hearing.
ifi INTELLECTUAL-AESTHETIC extracurriculum
INTERPRETATION AND ITEMS
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(AIE) InteU ectual-Aes the tic Extracurriculum refers to the availability of
Y'Y Y opportunities for intellectual and aesthetic stimulation out-e the classroom. Colleges with high scores are characterized by theirdeliberate efforts to encourage intellectual and artistic interests through
appearances by leading intellectuals, informal discussion groups, studentliterary productions, art exhibits, musical presentations, and so forth.Low scores would mean a relative absence of extracurricular opportunities
of an intellectual and esthetic nature.
There is a campus art gallery in which traveling exhibits or collections onloan are regularly displayed.
This institution attempts each year to sponsor a righ program of cultural
events--lectures
,
concerts, plays, art exhibits and the like.
A number of nationally known scientists and/or scholars are invited to the
campus each year to address student and faculty groups.
There is a student debating society or club.
At least one modern dance program has been presented in the past year.
Students publish a literary magazine.
At least one chamber music concert has been given within the past year.
At least one poetry reading, open to the campus community, has been given
within the past year.
There are a number of student groups that meet regularly to discuss intellectual
and/or philosophic topics.
Little money is generally available for inviting outstanding people to give
public lectures.
The student newspaper comments regularly on important issues and ideas
(in addition to carrying out the more customary tasks of student newspapers)
.
Many opportunities exist outside the classroom for intellectual and aesthetic
self-expression on the part of students.
OPI THINKING INTROVERSION SCALE
INTERPRETATION, ITEMS, AND SCORING
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Persons coring high on this measure are characterized by a likine forreflective thought and academic activities Thev pxnrpcc • ^
range of ideas found in a variety
an/
^
philosophy Their thinking is less dominated by immediate conditions
vert^
1
(lo^scorers)^ ^ think™extro-
The following items are scored if answered true
,
I would like to learn more about the history of human thought.
I study and analyze my own motives and reactions,
I enjoy writing a critical discussion of a book or article.
I leave the radio tuned to a symphony concert rather than changing
to a program of popular music,
I discuss the causes and possible solutions of social, political eco-
nomic or international problems.
I react to new ideas which I hear or read about by analyzing them to
see if they fit in with my own point of view.
I enjoy listening to debates and discussions on social, economic, or
political problems.
I would like to enter a profession which requires much original thinking.
I read articles or books that deal with new theories and points of view
within my field of interest.
I analyze what I like or dislike about a movie or play which I have seen.
I like to discuss philosophical problems.
I spend a lot of time listening to serious music.
I disagree with statements and ideas expressed by my classmates or friends.
I would enjoy studying the causes of an important national or international
event and writing a paper on these causes.
I like to write my reactions to and criticisms of a given philosophy or
point of view.
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1 like to work crossword puzzles.
b
I
uraS
fre
^r:1i1 :
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1
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-
ponderin8 su<* ab— --
After a lecture or class I think about the ideas presented.
1 analyze the motives of others and compare their reactions with my own.
I enjoy reading essays on serious or philosophical subjects.
1 like to read serious, philosophical poetry.
1 enj °y s Pendin§ leisure time in writing poetry, plays, stories or essays.
I question statements and ideas expressed by teachers and speakers.
I like to discuss the values of life, such as what makes an act good or evil
1 prefer movies which are biographical or historical to movies of the
musical type.
I enjoy a thought
-provoking lecture.
The following items are scored if answered false
1 prefer popular music to classical music.
I. am uninterested in discussions of the ideal society or Utopia.
I like short, factual questions in an examination better than questions
which require the organization and interpretation of a large body of material.
I am more realistic than idealistic, that is, more occupied with things as
they are than with things as they should be.
I am more interested in learning facts than in relating them to my ideas
and previous experiences.
I like to do work which requires little study or thought after it is once
learned.
I am unable to explain the reasons for my opinions and reactions.
1 dislike test questions in which the information being tested is in a form
different from that in which it was learned.
1 give more attention to the action of the story than to the characteri-
zations or to the form and style of the literature I read.
My conversations with friends usually deal with such subjects as mutual
acquaintances and with social activities.
I have difficulty
race
s or country,
in imagining. the reaction of a person of another period 108a given situation or environment.
It is hard for me to work intently on a
hour or two at a stretch.
scholarly problem for more than an
1
a
enjoy the actual laboratory work
course
.
more than the study of the textbook for
1 dislike being assigned to write a short story, essay, or song.
The thinking which I do is
course of my work.
largely limited to that which I must do in the
X prefer to carry out an activity or job rather than to do the planning for it
Facts appeal to me more than ideas.
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OPI THEORITICAL ORIENTATION SCALE
INTERPRETATION, ITEMS, AND SCORING
Thxs scale measures an interest in, or orientation to, a more restrictedrange of ideas than is true of TI. High scorers indicate a preferencefor deaUng With theoritical concerns and problems and for using the sci-rfic method in thinking; many are also exhibiting an interest in sciencen scientific activities. High scorers are generally logical analyticaland critical in their approach to problems or situations.
’ ’
The following Items are scored If answered true.
It Is highly unlikely that astrology will ever be able to explain anything.
I like to solve puzzles.
Science should have as much to say about moral values as religion does.
I like to imagine what is inside objects.
I like assignments which require me to draw my own conclusions from somedata or a body of facts.
I prefer a long, rather involved problem to several shorter ones.
I question the accuracy of statements made in my textbooks or reference books.
I enjoy solving problems of the type found in geometry, philosophy, or logic.
I would enjoy writing a paper explaining a theory and presenting the argu-
ments for and against it.
I am tantalized by a question or problem until I can think through to an
answer that is satisfactory to me.
I like to read about science.
If I were a university professor and had the necessary ability, I would prefer
to teach chemistry and physics rather than poetry.
I would enjoy writing a paper on the possible long-term effects or outcomes
of a significant research discovery.
I much enjoy thinking about some problem which is a challenge to the experts.
I enjoy thinking of new examples to illustrate general rules and principles.
The main object of scientific research should be the discovery of truth rather
than its practical applications.
noI expect
than will
that ultimately mathematics will prove more
theology
.
important for mankind
At an exposition I like to go where I can see
than new manufactured products.
scientific apparatus rather
I like to look for faulty reasoning in an argument.
The following items are scored if answered false.
I dislike mathematics.
I prefer having a principle
to understand it on my own.
or theory explained to me rather than attempting
When I sit down to study it is hard to keep my mind on the material.
I want to know that something will really work before 1 am willing to takea chance on it. &
I dislike assignments requiring original research work.
The idea of doing research does not appeal to me.
1 am more interested in the application of principles and theories than inthe critical consideration of them.
Science has its place, but there are many important things that can neverpossibly be understood by the human mind.
1 don't care much for scientific or mathematical articles.
When science contradicts religion it is because of scientific hypotheses
that have not been and cannot be tested.
I am bored by discussions of what life will be like one hundred years from now
1 prefer the practical man any time to the man of ideas.
It puzzles me why some people will so avidly read and discuss science fiction.
My free time is usually filled up by social demands.
OPI ESTHETICISM SCALE
interpretation, items, and scoring
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High scorers endorse statements indicating diverse interests in artisticmatters and activities and a high level of sensitivity and response toesthetic stimulation. The content of the statements in this scale ext nds
and°dramatics
ln8
’
SCUlptUrE and "“sic
-
a"d lnclud« interests in literature
The following items are scored if answered true.
I enjoy reading Shakespeare's plays.
I am interested in the historical development of American jazz.
I enjoy hearing a great singer in an opera.
I enjoy looking at paintings, sculpture, and architecture.
I think I take primarily an esthetic view of experiences.
I am fascinated by the way sunlight changes the appearance of objects and
scenes.
I think I feel more intensely than most people do.
Much of my life I've dreamed about having enough time to paint or sculpture.
As a youngster I acquired a strong interest in intellectual and esthetic
matters
.
I tend to make friends with men who are rather sensitive and artistic.
I would like to collect prints or paintings which I personally enjoy.
I am more sensitive t;han most people.
I like to listen to primitive music.
I like to read about artistic or literary achievements.
I like modern art.
1 would like to be an actor on the stage or in the movies.
Courses in literature and poetry have been as satisfying to me as those in
most other subject areas.
112Colored lights sometimes arouse feelings of excitement In me.
I have at one time or another In my life tried my hand at writing poetry.
I enjoy listening to poetry.
I like dramatics.
Sometimes I find myself "studying" advertisements In order to discoversomething interesting in them.
When I go to a strange city I visit art galleries.
The following items are scored if answered false.
If I were a university professor and had the necessary abilityprefer to teach chemistry and physics rather than poetry.
I would
OPI COMPLEXITY OF OUTLOOK SCALE
INTERPRETATION
s
ITEMS
,
AND SCORING
113
This measure reflects an experimental and flexible orientation rather
than a fixed way of viewing and organizing phenomena. High scorers aretolerant of ambiguities and uncertainties
;
they are fond of novel
situations and ideas. Most persons high on this dimension prefer todeal with complexity, as opposed to simplicity, and very high scorers
are disposed to seek out and to enjoy diversity and ambiguity.
The following items are scored if answered true »
It is a good rule to accept nothing as certain or proved.
The unfinished and the imperfect often have greater appeal for me than
the completed and the polished.
I dislike following a set schedule.
Novelty has a great appeal to me.
I have always hated regulations.
Politically I am probably something of a radical.
I like to fool around with new ideas, even if they turn out later to have
been a total waste of time.
I show individuality and originality in my school work.
My way of doing things is apt to be misunderstood by others.
It doesn't bother me when things are uncertain and unpredictable.
I have had very peculiar and strang experiences.
I like to listen to primitive music.
I have had strange and peculiar thoughts.
Many of my friends would probably be considered unconventional by other
people
.
Some of my friends think that my ideas are impractical if not a bit wild.
I find chat a well-ordered mode of life with regular hoursgenial to my temperament. is not con- 114
The following items are scored if answered false.
Usually I prefer known ways of doing things rather than trying out new ways.
1 want to know that something will really work before I am willing to take
a chance on it.
1 don;t like things to be uncertain and unpredictable.
1 always see to it that my work is carefully planned and organized.
I prefer to engage in activities from which I can see definite results ratherthan those from which no tangible or objective results are apparent.
Perfect balance is the essence of all good composition.
Straightforward reasoning appeals to me more than metaphors and the search
for analogies.
I don't like to work on a problem unless there is a possiblility of it
coming out with a clear-cut and unambiguous answer.
I like to have a place for everything and everything in its place.
For most questions there is just one right answer, once a person is able
to get all the facts.
I find it difficult to give up ideas and opinions which I hold.
Trends toward abstractionism and the distortion of reality have corrupted
much art in recent years.
I much prefer friends who are pleasant to have around to those who are
always involved in some difficult problem.
I dislike having others deliberate and hesitate before acting.
I don't like to undertake any project unless I have a pretty good idea how
it will turn out.
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Table 19
Definitions of Concepts Measured by the Semantic Differential
INDEPENDENCE
-AUTONOMY
*
l !
ferS self "dlrectedness and independence of authority
s li aditionally imposed through social institutions. Indepen-dent people appear to be "inner-directed" and tend to be real-
COMMUNITY
This concept describes an environment which is supportive and
sympathetic and is seen as congenial and cohesive. There is
a feeling of group welfare and group loyalty which encompasses
the community as a whole.
INTERPERSONAL RELATIONSHIPS
This concept refers to a close friendship defined as a relation-
ship between equals with no sense of possessiveness involved.
In more general terms, this means close personal friendship
with others but not dependence on them.
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Dear Fellow Student:
I am writing a doctoral thesis dealing with some of the effects
of the university experience and I am asking you to answer some questions
about your experernces here at the University of Massachusetts. Some
of the questions deal with largeness, undergraduate teaching, student
participation In university governance and innovation and change.
Other questions are concerned with your specific Interests and act-
ivitles
.
I would appreciate your completing the enclosed questionnaire
as soon as it is convenient and returning it in the enclosed addressed
envelope. Your responses will be entirely confidential.
You can learn more about the thesis project by calling me at
the Counseling Center (545-0333) or by stopping in.
Thank you for your efforts on behalf of better education.
Barton Ogaen
Graduate Assistant
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